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In 1960, Burton Clark publisiicd The Open Door College, a case 
study of San Jose City College. The book described an institu- 
tion dedicated to the principle that no individual eighteen 
years of age or older should be denied the opportunity tu at- 
tempt a college education regardless of aptitude or previous aca- 
demic preparation. The concept of an institution designed to 
help the disadvantaged help themsekes through the great Amer- 
ican equalizer, education, was a perfect fit for our national as- 
pirations during the *'Great Society" decade of the sixties. Com- 
munity colleges became the embodiment of the concept of 
"open door" institutions and by mid-decade were being estab- 
lished at the rate of one a week. 

The primary objective of community leaders and legisla- 

ix 
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tors who Worked u> establish these open-door colle^^es was to 
provide the first two years of the standard baccahiureate se- 
quence. In addition, these leaders recognized the necessity of 
providinj^ an alternative in the form of terminal one- or two- 
>ear occupational programs for those who were uninterested in 
or unable to pursue the bachelor s degree. The notion that s ich 
mstitutions would eventually become involved in extensive 
remedial work, duplicating programs previously associated with 
the public schools, was as far from the thoughts of founders as 
the idea that such colleges would eventually become major com- 
petitors of YMCAs and related community agencies in providing 
leisure time activities. 

The concept of usuig the open-door college as :i tool for 
addressing inequities in social status or income was a noble one. 
By mid-decade, hovvever, the disparities between concept and 
practice had become evident. The first wave of criticism focused 
on iht high drop-out rates of underprepared students, suggest- 
ing that the open-door should be renamed the revolving door. 
Closely following the first wave was a second and more serious 
eha.>*ge. The social critics, including Karabel (1972, 1974) and 
Jcncks and Riesman (1968), built on Clark's (i960) "cooling 
out" observations to allege that open-door colleges perpetuated 
social inequities by introducing a tracking system into American 
higher education. 

In the decade of the seventies, a series of events overtook 
the open-door colleges. Dissatisfied with the growing conccntra-^ 
tion of minorities in community colleges, civil rights leaders 
Worked for open admissions at four-year college.* and universi- 
ties. Initially, the response was to recruit talented minority stu- 
dents, defined as those possessing the same academic character- 
istics as their majority counterparts. It soon became apparent, 
however, that an historically separate and unequal system of 
public education could not produce anywhere near the number 
of academically prepared minority students that affirmative ac- 
tion guidelines suggested should now bf. enrolled in four-year 
Colleges and universities. The outcome was predictable. Selec- 
tive institutit)ns developed new admission procedures that en- 
rolled students unprepared to meet their academic require- 
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ments. For the first time in more than a decade, selective uni- 
versities and four-year colleges offered remedial instruction. 

Hard on the heels of affirmative action came the bad 
news of demographic projections. Those parts of the nation 
served b) the largest number of four-year colleges and universi- 
ties were faced with decreases of up to 40 percent in their tradi- 
tional college-age population. Many institutions reacted like sol- 
diers going into battle: the bullets would strike suir^Cwhere else. 
By 1930, however, many colleges had experienced enrollnient 
declines. 

Enter the age of marketing. The philosophic commitment 
of the sixties to provide opportunity through open doors had 
been transformed into the legal and economic imperatives of 
the eighties to provide open access through adjusting admission 
requirements to meet affirmative action guidelines and to en- 
sure institutional survival. The open-access college of the eighties, 
in contrast to its open-door predecessor, is as lil:ely to be four- 
year as two-year. Because the traditional opportunity function 
of the two-year college has increasingly been assumed by four- 
year institutions, two-year colleges have been pressured to seek 
new missions and an ever more diverse clientele. Unlike the 
open-door colleges, open-access institutions in general, and com- 
munity colleges in particular, believe in lif^^lcng learning and 
gear their educational programs to the demands of the market- 
place rather than to traditional views of what ought to comprise 
a college education. In practice, this belief translates into a will- 
ingness to provide virtually any educational program to almost 
any clientele provided someone is willing to supply the neces- 
sary funding. 

Because the community college is the prototype of the 
open-access institution, it was chosen by our interdisciplinary 
team of researchers at Arizona State University as the appropri- 
ate site lor studying the effects of open access on institutions 
and their students. Our study focused on literacy development, 
recognizing that critical reading and writing skills distinguish the 
educated and educable from the undereducated and the function 
ally illiterate. This book reports a three-year study of one o,^en- 
access community college given the pseudonym of Oakwood. 
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Cons nt with information available about community 
colleges nati .iwide (Cohen and Brawer, 1982), we saw little 
evidence at Oakwood that extensive reading or writing demands 
were placed on students. Obviously absent were fo/ms and 
genres of written language earlier considered typical of college 
work: term papers, essay exams, and required reading lists were 
rare. The issues raised by our study, however, go beyond a con- 
cern for preserving traditional forms of written language or re- 
quiring a minimum amount of reading and writing, as has been 
suggested by recent crit'cs of the literacy "crisis" (Coppermann, 
1978). In fact, current views of literacy suggest that language 
use should be expected to change as society changes and as 
communication technology advances. No research supports the 
contention that collegiate forms of reading and writing in and 
of themselves are cs ential to learning or effective participation 
in modern society (Graff, 1979). Yet the literacy we observed 
involved more than the absence of traditional forms and quan- 
tity; it revealed a lack of emphasis on critical literacy , long con 
sidered the hallmark of collegiate study. Critical literacy, while 
not necessarily linked to specific forms of written language, 
does require clear articulation of educational goals and the de- 
velopment of high levels of thinking. It requires independence 
and self-direction. 

Rather than reflecting critical literacy, Oakwood stu- 
dents' use uf written language indicated dependence on instruc- 
tors and staff. We labeled the literacy promoted in the class- 
room as instrumental *'bitting" because it involved the transfer 
of preselected bits of information without requiring analysis, 
synthesis, ur original expression. For example, note taking had 
become a mechanical procedure of copying words and brief 
phrases from the blackboard in order to recognize these bits on 
muhiple choice tests. Students acted as consumers of language 
rather than as authors or critics. 

The prcvaK^nce of bitting can be traced to several factors, 
among them the lack of an integrated curriculum and the ab- 
sence of effective student advising. The priorities of administra- 
tors, concerned primaiiiy with growth and community demands 
for relevant courses, did not include literacy dev ;lopment and 
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seemed indirectly to promote bitting. The modal student at 
Oakwood attended part-time and was strikingly different in 
preparation and moti\ations from students who predominated 
in the middle sixties when the college was founded. The modal 
faculty member was also a part-time participant with allegiances 
to other employers and interests. In the classroom, these part- 
time students and instructors had complementary goals focused 
on the transfer of basic factual knowledge. Written language 
functioned as a tool to accomplish this transfer as efficiently as 
possible. Over time, demands for more critical reading and writ- 
ing activities were dropped since they were inefficient and in- 
appropriate to dent and instructor goals. 

Because . «ey lacked well-articulated educational goals, 
Oakwood students showed little resemblance to self-directed 
learners who might be expected to respond to rapid changes in 
their jobs or to opportunities for ad\anced education and train- 
ing. Students* experiences at the college reinforced their role as 
consumers of prepackaged learning. The bitting form of reading 
and writing they displayed, while reflecting a lack of critical lit- 
eracy, appeared to be the socially appropriate behavior. To the 
extent that colleges like Oakwood continue to emphasize this 
dependent student role, they risk producing citizens who are 
underprepared for job advancement or social change. 

From the perspective of our study, however, we suggest 
that open-access colleges cannot promote standcfds for critical 
literacy witLout extensive change. Admission policies, standards 
for academic progress, financial aid practices, and approaches to 
remediation are aniong the areas needing change. The majority 
of educationally and economically disadvantaged students in 
higher education arc enrolled in open-access community col- 
leges. The failure to enhance criti il literacy in such institutions 
creates a credibility crisis that may undermine gains of the past 
two decades in opening access to postsecondary education. 

More than thirty people contributed to the research on 
which this book is based. They helped to clarify design issues; 
interviewed faculty members, students, and c^dminLtrators; con- 
ducted observations throughout the campus, and participated in 
the endless meetings through which data were evaluated and in- 
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tcrprctcd. Those who participated in the project aic named in 
the technical report we prepared for the National Institute of 
Education (Richardson and others, 1982), anu our gratitude 
goes to each of them. In particular, we wish to thank Kathryn 
Martens, Keith Thomas, and EH^.abeth Brandt, whose counsel, 
patience, and hard work were indispensable to the conduct of 
the research and the preparation of the technical report. Their 
contributions helped to make this book possible. We are i* • 
debted to Art Cohen who re^d the manuscript and provided 
much helpful criticism. 

We are also grateful to Dorla Nelson who typed and re- 
typed chapter drafts when e\en word-processing equipment 
proved inadequate to the magnitude of re\isions. She was ably 
assisted by Pamela Hanfell and Dolores Shelby. 

This book is dedicated to the administrators, faculty 
members, and students of Oakwood Community College, 
whose cooperation during months and years of observing, ques- 
tioning, and reporting was essential to the success of the re- 
search. We hope the following pages convey the high respect we 
developed for indi\idual and collective efforts to cope with the 
most complex and challenging educational issues of our da>. 
We chose Oakwood for our study because we believed it was an 
excellent institution in the mainstream of the American com- 
munity college movement. We saw nothing during our study to 
cause us to question this initial judgment. 

We deeply appreciate the support of the National Insti- 
tute of Education and, in accordance with the terms of our con- 
tract, advise readers that the work on which this publication is 
based was performed pursuant to contract 400'78'0061 with 
the Teaching/Learning Division of the National Institute of 
Education and does not necessarily reflect the views of that 
agency. (A complete report of the three-year research project is 
available through the ERIC Document Reproduction Service 
No. ED 217 925.) 
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CHAPTER ONE 

Changing Concepts 
of Literacy 



Over the past twenty years, the community college has spear- 
headed the movement from meritocratic to mass higher educa- 
tion. Now, because of declining numbers of students of tradi- 
tional college age and the postsecondary system's commitment 
to unending growth, many comprehensive public colleges and 
univer<;U)es, as well as less visible private colleges, are on the 
brink of open access. 

Changes in the characteristics of those matriculating are 
only one part of the picture. Once admitted, a more diverse 
clientele has exerted steady pressure on curriculum and teach- 
ing methods (Boyer and Hechinger, 1981). Grading procedures 
have been altered in many open-access colleges to allow with- 
drawal through the last day of class without penalty. As a re- 
sult, those who would fail at college simply withdraw and, if 
they wish, return the following semester. Financial aid policies 
have placed pressure on institutions to broaden the definition 
of courses that may be counted for degree credit. Colleges need 
students to fund their budgets, and students need financial aid 
to remain in college. The failure of many open-access institu- 
tions to monitor their students' progress has led to public skep- 
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ticism about institutions concern for students as learners, as 
contrasted with students <is sources of revenue to fuel the insti- 
tutions' continuing growth. Attendance of large numbers of 
non-degree-earning students has led to a deemphasis on ad- 
vanced courses. Thus, somewhat ironiv:ally, institutional charac- 
teiistics actually inhibit a degree candidate's ability to persist to 
graduation, once regarded as the only valid reason for attending. 

In the early sixties, the movement fr^m meritocratic to 
universal higher education was undertaken with the notion that 
it would be a "leveling up" process. Those from the disadvan- 
taged segments of society would be given the tools they required 
to make tlumselves competitive, reducing social and CcuHomic 
differences. The question now is whether the democratization 
of higher education has been achieved by leveling up the disad- 
vantaged sectors or by "leveling down" the opportunities pre- 
viously available only to more advantaged groups of learners. 
To the extent that these opportunities are leveled down, they 
become less valuable both to advantaged and disadvantaged stu- 
dents. 

Probably, the area of competence most affected by the 
leveling down process has been literacy. As the college experi- 
ence becomes less differentiated from everyday life, standards 
of literate behavior come to approximate the standards that 
prevail in society at large. This book documents the leveling 
down of literacy observed during a three-year study at one 
open-access college, given the pseudonym of OakwooJ. More 
important, the study identifies key variables for any strategy of 
intervention to reverse current trends toward declining literacy 
requirements. Although the book is based primarily on the re- 
sults of the Oakwood study conducted by Richardson and oth- 
ers (1982), the findings of related studies of literacy in other 
community colleges, as well as a variety of contemporaiy set- 
tings, have been incorporated. 

The Oakwood study used a naturalistic approach re- 
search. There have been several naturalistic or quasi-naturalistic 
studies of the community college (London, 1978; Zwerling, 
1976; Clark, 1960), bat the Oakwood study was u lique in the 
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complexity, duration, and depth of its data collection. Data 
were collected with great intensity over a two-year period, and 
numerous researchers contributed* In none of the major areas of 
interest (administration, student support services, and instruc- 
tion) did we rely on the observations or perspectives of a single 
person. Although the numbers involved posed enormous prob- 
lems of coordination and analysis, they contributed significant- 
]> to the validity and reliability of the results. By balancing the 
differing perspectives of students, faculty members, and admin- 
istrators against the views of researchers, we could identify the 
changes taking place with respect to literacy demands as well as 
the Variables contributing to the reduction in emphasis on criti- 
cal reading and writing. 

Our in-depth study of one community college highlights 
the dynamic interplay of factors influencing literacy in this set- 
ting. Of course, we make no claim that the college we studied 
is representative of all community colleges. However, many of 
our findings are consistent with data from recent H'^tional and 
regional surveys, as well as other case studies of single institu- 
tions. For example, durjng the time of the Oakwood study, a 
companion study of literacy was conducted at an urban com- 
munity college in Texas (Roueche and Comstock, 1981). We 
have reported some of the conclusions of that studs in our final 
chapter since they buttress and illuminate our own judgments. 
We also know from the responses to presentations of this stud> 
made in ntxiv , ^1 i..oetings, as well as from discussions with col- 
leagues in many community colleges, that the conditions we re- 
port are widespread. We believe that the issues emphasized in 
this book exist in many colleges and deserve the careful consid- 
eration of all who share a concern for the relation between lit- 
eracy and formal education. 

To introduce our discussion of Hteracy at Oakwood Col- 
lege and place it in a broader perspective, this chapter presents 
a working definition of literacy and then considers the nature of 
literacy within a community college setting. Issues are raised 
concerning the impact of leveling down of college Hteracy stan- 
dards on the student, the institution, and society. 
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Working Definition of Literacy 

Following current trends, we view literacy as a functional 
and relational construct (Akinnaso, 1981; Whitcman, 1981). 
Literacy is not synonymous with reading and writing but re- 
quires consideration of the contexts in which written language 
is used as well as the goals that direct the reading and writing ac- 
tivity of particular individuals within those contexts. Contem- 
porary literacy research includes efforts to discover how reading 
and writing fit into the ongoing activity of a particulai context 
yet balances this focus with an emphasis on individuals and 
their goals. This dual approach avoids a view of the individual as 
a passive reactant, merely adapting behavior to the con\entions 
of the setting. Although attention must certainly be paid to so- 
cial norms, the reading and writing of individuals dcjjend in part 
on the objectives for being in a given setting (Sticht, 1975). In- 
dividuaU rarely engage in reading and writing as ends in them- 
selves (Cole and Scribner, 1977). Almost always, reading and 
writing are embedded in activities linked to larger motives. 

To capture its goal-directcd, context-specific nature, we 
adopted a definition of literacy that draws on a transactional 
orientation (Meacham, 1975), systems theorv (Bertalanffy, 
1981), and a Soviet psychological theory of activity (Leont ev, 
1974,Vygotsky, 1962): 

Literacy is the use of reading and writing as opera- 
tions in the service of digoal to accomplish transac- 
tions within a specific context. 

This relational definition led us to identify qualitatively distinct 
varieties, or types, of literacy at Oakwood, defined in terms of 
changes in the subtle relationships among the goals, transac- 
tions, and contexts associated with reading and writing opera- 
tions. Because literacy, considered in this way, proved to be a 
highly -zriable construct, we were precluded from making sim- 
ple quantitative statements about high or low "levels" of liter- 
acy. However, the relational view aided our efforts to evaluate 
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the literacy we observed in light of the overall g*. Us and pur- 
poses of higher education. 

Although we expected to find wide variation in specific 
reading and writing activities according to the characteristics of 
different classrooms, we reasoned that the requirements we ob- 
served, to be appropriate for college students, should emphasi/.e 
critical literacy, as defined by two criteria. First, the require- 
ments should be associated with well-articulated educational 
goals and, second, should involve high le\els of independent 
thinking. Since these criteria were seldom met at Oakwood, our 
study documents the emphasis on a type of literacy having po- 
tentially negative consequences for the college and its students. 

Understanding Literacy and Education 

Historically, literacy has been considered a primary prod- 
uct of formal education, and literacy development has been in- 
cluded as a major objective of instructional activities at all 
levels. Individuals are expected tu gain reading and writing skills 
commensurate with the level of formal education they receive. 
In fact, the reading abilities of individuals and the reading diffi- 
culty of materials have usually been expressed in terms of grade 
levels. In addition, academic uses of written language, especially 
those associated with college, have become the most socially 
valued forms of literacy. Literacy activities associated with 
scholarly endeavors, such as extensive and independent reading 
in multiple sources or the preparation of original essays, papers, 
and presentations, are accorded prestige in our society and arc 
linked to the highest levels of learning. A college that encour- 
ages atypical uses of written language in contrast to these val- 
ued activities risks lowering its status and becoming less colle- 
giate. 

At the same time, however, colleges arc expected to pro- 
vide a relevant education, and suspicion is growing thit aca- 
demic literacy may be largely unrelated to functional li c acy in 
other areas of life. Sociohistorical studies are challenging the no- 
tion that academic literacy is associated with economic prosper- 
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ity and sodal mobility. Resnick and Resnick (1977, p. 371) 
note that "not all segments of the population have come to de- 
mand literacy skills of the kind that educators, members of 
Congress, and other government officials think necessary.** 
Critics assert that secular "salvation" through literacy, like its 
earlier religious counterpart, has been promoted over the objec- 
tions of people w^ho see little real-world relevance in the literacy 
demands imposed on them in the educational setting. 

Graff (1979) suggests that we have long been influenced 
by a literacy "myth." There is much evidence to suggest that we 
do not know what literacy means or what people should be ex- 
pected to achieve as a result of higher literacy skills; and so we 
flail out at public schools for failing to accomplish the un- 
defined while we apply, through the political process, standards 
that are inconsistent and contradictory. 

Educational institutions are caught in a dilemma center- 
ing on the contemporary value of literacy. During the past few 
decades, public secondary and postsecondary institutions ap- 
pear to have pursued relevance at the expense of concentrating 
on traditional forms of academic literacy. Community colleges, 
in particular, have attempted to respond to requ^^ts for services 
from all segments of the population. They have become the 
prototype of the open-access institution of higher education. 
Since the founding of the first public junior college in Joliet, 
Illinois, in 1901, they have been characterized by continuing ex- 
pansion in terms of perceived mission and diversity of students 
served. With expansion have come shifts in the literacy empha- 
sized. 

The first mission, historically, involved offering the initial 
two years of the standard baccalaureate sequence. In paralleling 
university content and instructional techniques, the transfer 
function maintained the view that the literacy traditionally 
associated with higher education was intrinsically worthwhile. 
The transfer function remained the dominant purpose, as mea- 
sured by student interests and numbers of faculty members in- 
volved, until the early seventies, when it was supplanted by voca- 
tional education as the first choice of a majority of students 
(Richardson and Leslie, 1980). 
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In vocational programs, traditional college literacy was 
downplayed in order to provide efficient, streamlined prepara- 
tion in job-specific competencies. To make instruction accessi- 
ble to as many students as possible, community colleges bypassed 
traditional forms of reading and writing by using alternative in- 
structional techniques and technology. 

The deemphasis on traditional college literacy has been 
extended by the growing importance of a third mission— con- 
tinuing education, defined as enrollment in discrete courses 
without reference to programs or degrees. As early as 1976, a 
study of California community colleges concluded that continu- 
ing ed ation for part-time adult students had become the 
dominant function (California Postsecondary Education Com- 
mission, 1981). The adult enrolled in a single course has become 
the modal community college student. The predominance of 
students less concerned with acquiring and developing the read- 
ing and writing skills associated with traditional degree pro- 
grams has had a powerful impact in defining the norms for lit- 
eracy on the campus. 

Within the last decade, a developmental/remedial func- 
tion has emerged. As Moore (1976) notes, the community col- 
lege has taken on a "special commitment," a mission to serve 
those populations that had not previously found then way into 
the institution. Included in this group are students variously 
characterized as remedial, developmental, or underprepared be- 
cause of their academic records and scores on standardized 
tests. These students arrive on campus in response to the institu- 
tion's suggestion that they belong there, but often they are en- 
rolled in special programs, peripheral to the regular curriculum 
and designed only to inaease their proficiency in basic language 
skills. In effect, community colleges are taking on the responsi- 
bility for adult basic education (ABE), formerly the function of 
secondary schools operating through state-administered federal 
programs (Gredeand Friedlander, 1981). 

The developmental function of community colleges is be- 
coming inaeasingly important as larger percentages of the stu- 
dent body lack the skills formerly associated with college course 
work. Developmental programs have proliferated in virtually all 
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community colleges (Center for the Study of Community Col- 
leges, 1978a, 1978b; Morrison and Ferrante, 1973; Roueche 
and Snow, 1977), but u^ese delimited special programs do not 
begin to meet the needs {c»* literacy skill development (Cohen, 
1982). Because the developmental/remedial programs are unique 
In having a direct focus on reading and writing skills as a principal 
outcome, a paradox results on many campuses; a small number 
of peripheral courses in developmental studies continue to intro- 
duce students to academic forms of written language that are 
simultaneously being deemphasized in the rest of the college. 

In response to changes in educational mission and student 
characteristics, community colleges have been decreasing the de- 
mands they place on students for forms of reading and writing 
traditionally associated with collegiate study. We contend that 
this change in the nature of college literacy has undesirable con 
sequences for students and for society as a whole. A failure to 
address this issue must inevitably undermine public confidence 
in and support for open-access colleges as discussed below. 

Literacy and College Students. Traditionally, collegiate 
programs have used written language as the \ehicle to achieve 
the knowledge, cognitive skills, and attitudinal changes that are 
the desired outcomes of higher education (Brann, 1979). In par- 
ticular, reading and writing have been associated with the devel- 
opment of thinking that is logical, explicit, abstract, and ana- 
lytically powerful (Goody, 1977; Olson, 1977). Because of this 
association, a decline in the use of written language has been 
interpreted as a decline in cognitive potential. While the medi- 
um of A.istruction itself is not the crucial factor in determining 
the quality of educational outcomes (Akinnaso, 1981; Scollon 
and Scollon, 1981; Scribner and Cole, 1981), changes in media 
can be detrimental to learning if not accompanied by careful at- 
tention to consequences in terms of level and extensiveness of 
thinking and degree of independence of the learner. 

For example, open-access colleges have been refining 
their occupational courses to impart essential technical content 
without requiring traditional forms of reading and writing. This 
change might have been applauded if the colleges had gone on 
to redefine forms of critical language use appropriate for the 
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new technical learning. Because this has not been done, the re- 
sult has been a decrease in opportunities to develop skill in criti- 
cal thinking and independent expression. 

At Oakwood, even though written language continued to 
be a primary medium of instruction, the level of thinking asso- 
ciated with reading and writing was quite low. Concurrently, 
the use of oral language and audiovisual media did not become 
any more critical or extensive. For these reasons, we could iden- 
tify a trend in literacy that seemed to reduce the quality of in- 
structional outcomes. To the extent that Oakwood students do 
not develop critical literacy skills, they and others like them will 
be less successful in meeting the cognitive and attitudinal de- 
mands of future education and employment, especially when 
competing with graduates of institutions where more rigorous 
literacy demands are impos d. College programs perform a dis- 
service \\h'*n their students, without essential cognitive and ex- 
pressive skills, are not prepared to advance either in higher edu- 
cation or in the workplace (Yarrington, 1982). 

Communication skills are becoming increasingly essential 
tc employment even at entry levels, and ih-^t ability to process 
information independendy and critically is vital to advance- 
ment. ''Skills in reducing data, interpreting it, packaging it ef- 
fectively, documenting decisions, explaining complex matter in 
simple terms, and persuading are highly prized in business, edu- 
cation, and the military and will become more so as the infor- 
mation explosion continues" (National Assessment of Educa- 
tional Progress, 1981, p. 5). The fact that a few may be learning 
to become proficient in information use while the majority of 
the population becomes less able raises the specter of a two- 
class society of "those in control and those controlled" (Yar- 
rington, 1982, p. 2). Open-access colleges like Oakwood may 
unwittingly be preparing students for slots in the lower strata of 
society from which they will not easily escape. In such circum- 
stances, it is not surprising that educational credentials arc be 
coming less of a gateway to social mobility. It is conceivable 
that employers vviJl come to rely even less on the college degree 
to sort potential employees and will examine applicants with 
increasing emphasis on critical literacy skills. 
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Those who possess a college degree expect to receive pref- 
erence for many types of employment over those who do not. 
They expect college credentials to be linked to occupational 
and social status as well as income. If this is no longer the case, 
attendance at community colleges will be increasingly less val- 
uable to the individual. 

Literacy and Society, Literacy has also been discussed in 
relation to the economic and social well-being of the larger soci- 
ety. Bormuth (1978), for example, has advanced the thesis that 
the gross national product is influenced by literacy. Increased 
literacy education has been seen as leading to increased produc- 
tivity, relatively high stan.lards of living, effective participation 
in democratic government, and advances in the arts and sciences 
(Eisenstein, 1980; Havelock, 1976). Public support for institu- 
tions of higher education rests on the assumption that the soci- 
etal benefits accruing from investments in the education of indi- 
viduals excr 'd the returns expected from alternative uses for the 
same funds. 

This argument for public support is undercut significantly 
by reports of a lack of articulation between a community col- 
lege education and effectiveness in the workplace, in the com- 
munity, or in four-year colleges and universities. To the extent 
that degrees can be earned without developing the skills valued 
in society, the purpose of education shifts. Instead of being a 
societal in\estmcnt, education becomes an individual consump- 
tion. The call for public subsidy can easily fall on deaf ears if 
college credentials do not guarantee exit competencies needed 
in employment and ad\anced education. If the public concludes 
that its educational programs no longer benefit individuals or 
society, community colleges will be in serious difficulty. Prag- 
matically, organizational survival dictates attention to the liter- 
acy issue. 

Literacy and the Open-Access College 

The evolutionary process of changing standards for liter- 
acy behaviors in higher education has affected all types of insti- 
tutions. However, the procedures through which standards for 
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literate behavior are identified and monitored seem to be dis- 
appearing more rapidly in open-access community colleges than 
in their more selective counterparts. 

Clark (1960) discussed the impact of changing student 
objectives and characteristics on the community college's struc- 
ture and curriculum. In Clark's words, *The mass enterprise in 
higher education contributes to a vast democratization, but it 
also entails a lowering of standards of admission and attain- 
ment" (p. 155). He defined the role of the community college 
as dealing with the potential dropout but added, "This percep- 
tion has strong negative consequences for the status of the col- 
lege in society*' (p. 160). 

London (1978) adds to concerns about quality with his 
graphic portrayal of current instructional processes in an urban 
community college in Massachusetts. On a typical day, more 
than half the student body was absent; busy students developed 
norms for regulating their efforts, budgeting time, and resisting 
teachers* Student resistance to the demands for critical literacy 
in the liberal arts courses led to a process of negotiation and 
ultimately to faculty modification of class demands in the face 
of a skeptical and unreceptive audience. A failure to modify 
classroom demands led, in one instance, to a student revolt. In 
a related study, Neumann and Riesman (1980) reported that 
students and faculty in community colleges were under pressure 
to conform to a set of norms at variani-e with activities tradi- 
tionary regarded as prototypical of collegiate learning environ- 
ments. Karabel (1972a, 1972b, 1974) suggested that community 
colleges perpetuate a class-based tracking system rather than 
promote social mobility because they do not emphasize higher- 
level language and thinking skills. There is increasing disjuncture 
between the skills developed through community college trans- 
fer programs and those demanded by four-year colleges and uni- 
versities. The trend toward testing competencies as an alterna- 
tive to accepting transcripts is one symptom of this developing 
gap. 

Astin (1977) has suggested that high school graduates 
who initially attend four-year institutions are more likely to 
persist to a degree, as compared with those who initially attend 
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two-year colleges, even when all major individual differences are 
taken into account. Olivas (1979) expressed concern about the 
implications of these conclusions for minorities, who are dispro- 
portionately concentrated in community colleges. Recently, 
Kissler (1980) and Kirst (1981) have noted the increasing pro- 
portion of community college transfers dropping out in aca- 
demic difficulty from several University of California campuses. 
Kirst suggested that the trust needed to support the system in 
California was being eroded as students who entered underpre- 
pared as juniors experienced the problems of trying to catch up. 
In addition to concern foi the transfer function, studies by Berg 
(1970), Wilms (1975, 1980),and Pincus (1980) have questioned 
the long-term economic payoff of vocational/technical pro- 
grams to community college students. If credentials earned in 
open-access institutions are not reliable indicators of potential 
performance on the job or in the transfer classroom, the leveling 
up function of the entire postsecondary system is called into 
question. The apparent decline in the utility of a community 
college education has resulted, at least in part, from a failure 
to emphasize the development of critical literacy skills— espe- 
cially at a time when technological developments in the larger 
society widen the gulf between those who are and those who 
are not critically literate. The negative consequences of a long- 
term decline in critical literacy seem sufficiently serious to 
merit public concern. 

As a leader in promoting open access to higher education, 
the community college has clearly contributed to the changing 
standards for literacy. Our purpose in writing this book, how- 
ever, is not to criticize open-access institutions for effectively 
pursuing societal asphatlons that in retrospect appear to have 
had detrimental, as veil as favorable, consequences. Rather, we 
beli.?ve tht^t examination of current practice reveals alternatives 
through which current trends can be reversed. A major purpose 
in sharing the results of our research is to encourage open-access 
institutions to experiment with practices through which they 
can transform themselves from a part of the problem to a part 
of the solution. 
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Organization of the Book 

In keeping with our definition of literacy, our case study 
at Oakwood includes descriptions of the campus contexts for 
literacy and how they were established, the goals toward which 
reading and writing were directed, and the activities (transac- 
tions) within which they were enacted, as well as the written 
language operations themselves. To document the lack of criti- 
cal literacy, we d'^cuss the evidence we found that reading and 
writing were associated with well-articulated educational 
goals and did not involve high levels of independent thought. 

Chapter Two provides an overview of Oakwood College, 
its history, and its current situation with regard to mission, cur- 
riculum, students, faculty, and administration. Chapters Three 
and Four describe specific classroom settings and analyze read- 
ing and writing in these settings. To bring out the goal-directed 
aspect of literacy. Chapters Five and Six, respectively, discuss 
the objectives of instructors and the motives of students. Chap- 
ter Seven focuses on the nonclassroom campus anu the relation- 
ship lo literacy of certain administrative tasks and student sup- 
port services. Chapter Eight considers ^administrative priorities 
and strategies to show how they influence faculty commitment 
and, through faculty, critical literacy. Chapter Nine analyzes 
how critical literacy can be promoted within the organizational 
context of open-access colleges. 



CHAPTER TWO 

(i%7> 

The College 
Setting 



We begin our account of literacy at Oakwood with an over- 
view of the college and the Richfield District. Such an intro- 
duction to the institution provides essential background for 
the detailed information about literacy to be presented in later 
chapters. Because we view literacy as a fluctuating, situation- 
specific phenomenon, we need to put it into context before we 
can understand it. The following descriptions of curriculum, ad- 
ministration, faculty, and students illustrate the complex, dy- 
namic character of this community college as the setting for a 
study of literacy. 

At the same time, this portrait of Oakwood College and 
the Richfield District emphasizes the relevance of our findings 
about college literacy. Oakwood is not unique; rather, in its cli- 
entele, programs, practices, and priorities, it is typical of open- 
door community colleges. In fact, Oakwood is representative of 
the best of its type, and it functions within a competently man- 
aged district. The observations about literacy at Oakwood re- 
ported in this volume could probably be duplicated in most 
community colleges. 
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Richfield District 

Richfield District was established in 1962 as a result of a 
popular election following enabling state legislation. The district 
was a descendant of the original comniunity/junior college 
movement, developing from the same roots that had given rise 
to Joliet Junior College in 1901. From its inception, Richfield 
assumed responsibility for the preexisting college, which had 
been administered by a local high school district. To improve 
service to the expanding population of the district, extension 
centers were created under the administration of the original 
college. The^subsequent growth of these centers prompted the 
establishment, in 1965, of two new independent colleges, one 
of which became Oakwood. 

In 1968 a fourth college was added to offer a large selec- 
tion of occupational and technical programs. This event marked 
the emergei.ce of occupational/technical education as a major 
function of the district. During the 1970s, the district con- 
tinued to grow, 'adding une other comprehensive college. In 
1978 the board approved the establishment of a sixth college. 
This nontraditional "college without walls,'' serving the entire 
district, met with great opposition from faculty members and 
many college administrators. A final traditional college, geo- 
graphically situated to serve the district's large Hispanic popula- 
tion, opened its door in the fall of 1980. 

During little more than fifteen years, Richfield grew from 
a single college enrolling 8,900 students to a seven-college dis- 
trict enrolling almost 60,000 students in credit programs. By 
1980-81 Richfield employed some J.,500 full-time staff mem- 
bers, including 740 instructors anri 220 administrators; the re- 
mainder worked in such areas as office support, maintenance, 
and food services. In addition, the district employed a large and 
growing number of part-time faculty members, as has been the 
trend among institutions of its type. 

In 1970 the state system to which Richfield belonged es- 
tablished a funding formula such that the state paid half the 
operating costs, the other half being distribu ed between local 
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taxes and the federal govern^.^ent. Students paid fees to support 
noninstructional activities, but the institutions were tuition- 
free. The allocation of state funds was based on a formula losing 
full-time student equivalents, which encouraged districts to ex- 
pand enrollments as a way of Increasing revenues. Until 1978 
Richfield used this strategy as a way of keeping ahead of infla- 
tion. In that year, requests exceeded state appropriatioKs, 
which by then had declined to about 27 percent oX- Richfield*s 
operational budget. The following year, the state legislature, in 
anticipation of a "Proposition 13" initiative, passed a law limit- 
ing increases in the district property tax, which had been forced 
to assume an ever-increasing share of the burden of financing 
district growth. By 1979-80 Richfield District was feeling the 
same fiscal pinch as its counterparts across the country as it 
struggled to cope with inflation, increased costs for mainte- 
nance and utilities, and higher salaries and fringe benefits for a 
highly tenured faculty. Contributing to the fiscal problem was 
the absence of increased state dollars to offset the limitation on 
local taxing authority. Tuition was imposed for the first time in 
the history of the district. 

Governance. The Richfield District was governed by an 
elected lay board with taxing authority within the limitations 
imposed by the state legislature. The local board was, in turn, 
responsible to a state board appoiutcd by the governor and hav- 
ing general responsibility for overseeing the state's system of 
community colleges. Although the existence of two governing 
boards sounds unwieldy, in practice this arrangement func- 
tioned very well. The local board maintained a service-area ori- 
entation, while the state board satisfied concerns of the governor 
and legislature for accountability. Because state board members 
were frequently appointed from the ranks of former local board 
members, for the most part the boards understood and re- 
spected each other. 

The local board employed a chief executive with the title 
of chancellor. The chancellor, in turn, relied on two groups of 
executives as his principal agents: three vice-chancellors and 
seven college presidents. Before the arrival of the new chan- 
cellor who took office in 1977, the district had operated from 



The College Setting 



17 



a single-college model, with the chief executive titled "presi- 
dent" and the heads of the various campuses termed **execu- 
tive deans." 

During the growth of the early and middle seventies, gov- 
ernance for the Richfield District was highly centralized, with 
all major decisions made at the top. It was common for govern- 
ing board members to intervene in administrative decisions, and 
the district had at one time been under sanctions from its re- 
gional accrediting association to bring the problem under con- 
trol. Governing board involvement resulted in an oppressive 
political climate and low administrative morale. 

Interestingly, the centralization of decision making and 
extensive board involvement did not impl> control of the edu- 
cational program. Negotiations between faculty and district ad- 
ministrators had produced an extensive codification of policies 
for the residential faculty, effectively insulating it and most of 
the curriculum from the machinations at the district level. Al- 
though the policies were useful in keeping education and poli- 
tics separate until the arrival of the new chancellor, their exis- 
tence posed an additional obstacle to change when the district 
climate had stabilized and administrators were able to turn their 
attention to issues related to the curriculum. 

District Administration. It is hard to imagine a better set- 
ting for examining the potential influence of administrative be- 
havior on literacy in educational programs and services than 
the circumstances that existed in February 1979. A new, com- 
petent, and nationally respected team of leaders was in the final 
stages of stabilizing relationships between the governing board 
and the college district. To formalize this development, the 
chancellor had drawn a **code of ethics'* designed to formalize 
board/district interaction. The document outlined legal powers, 
responsibilities, and ethical obligations. Accepted by the board 
in early 1978, the code read, in part: "The board asserts its re- 
sponsibilities [to] urge all employees to avail themselves of all 
administrative remedies and procedures before requesting gov- 
erning board involvement." Having established a solid working 
relationship with the board, the new team prepared to turn 
its attention to changes it perceived necessary to bring the 
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district into the leadership ranks of large community college 
districts. 

The district office was geographically separated from the 
seven colleges whose activities it coordinated. Although each 
college had Its own administrative staff, nearly 40 percent of 
the administrators in the district were located in the dis riot of- 
fice. Structurally, the district office was di\ided into three ma- 
jor functional areas, as shown in Figure 1. 

An executive vice-chancellor was responsible fur business 
and fiscal functions, facilities planning, and computer services. 
Of the three major functional areas, this was the moi>t highly 
centralized and hierarchaliy structured. The executive vice- 
chancellor was the only one of the four top district officers who 
had served in the previous administration, and so his experience 
and preferences related to a more centralized form of operation 
than that initiated by the new chancellor. Despite this differ- 
ence, the two worked well together. 

The vice-chancellor for educational development played a 
central role in bringing about changes in the educational pro- 
gram. His responsibilities included coordinating instructional 
services, curriculum development, educational planning, student 
services, institutional studies, staff development, and a wide 
range of other activities. Among the senior administrators, he 
served as the principal change agent. His staff was highly decen- 
tralized. Interactions were informal, all staff members having di- 
rect access to him. 

The team was rounded out by a vice-chancellor for em- 
ployee relations whose rcsponsibilitici) included personnel, af- 
firmative action, and employee negotiations. Although the dis- 
trict was not foL.ially organized for collective bargaining, by 
tradition a mect-and-confer process had been used for establish- 
ing policies on compensation and working conditions. Over 
time, a '^ry extensive codification of the agreements growing 
out of this process had de\ eloped, which the faculty viewed as 
its contract with the board. The accumulated faculty policies 
formed a inajor obstacle to change. They also became the focus 
of considerable conflict when the board made a take it-or-leave- 
it offer for a salary increase during the first year of the study. 



Figure 1. Organizational Chart for Richfield District, 1979-80. 
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The resulting turmoil, as well as the jockeying for position of 
two organizations competing to represent the faculty, made the 
vice-chancellor for employee relations a key element in the dis- 
trict's change strategy. In degree of centralization and hieiarchal 
structure, this office fell somewhere between the extremes rep- 
resented by the two other vice-chancellors. 

During most of the study, there existed a chancellor's 
executive council comprising the foar senior district officers 
and the seven college presidents. In the second year of the 
study, the president of the faculty executive council was added. 
This body served as the central forum for establishing district 
policies and direction. Late in the study, somewhat to the presi- 
dents' consternation, the chancellor withdrew^ from the group, 
delegating responsibilities of the chair to the vice-chancellor for 
educational development. Aiding the council in its coordinating 
and planning responsibilities were twenty-eight districtwide 
committees, representative of the seven colleges and the district 
office, and ranging from "athletics" to "energy use." As a major 
college within a highly centralized multicampus district. Oak- 
wood was strongly affected by the activities and priorities of 
the central administration. However, it maintained its own iden- 
tity consistent with the characteristics of its students, faculty, 
administrative history, and evolving curriculum. 

Oakwood College 

To the extent that it is meaningful to characterize any 
community college as typical, Oakwood merited that descrip- 
tion. Founded in the middle sixties, when such institutions were 
being established at the rate of one a week, Oakwood offered 
the comprehensive curriculum that normally accompanies the 
open-dour philosophy. Although Oakwood exhibited unique 
properties related to its history as part of the Richfield District, 
in changing student clientele, fiscal constraints, and use of ad- 
junct faculty it greatly resembled other community colleges 
that are part of urban, multicampus districts. 

In 1966-67 Oakwood had enrolled 4,000 students, yield- 
ing a full-time equivalency of 2,700. Ten years later, the com- 



er|c 



4i 



The College Setting 



panible figures were 12,000 and 7,000. Most community col- 
leges like Oakwood are funded on the basis of their full-time 
equivalent enrollments. For its entire history, Oakwood had 
been accustomed to offsetting losses due to inflation by increas- 
ing enrollments more rapidly than costs. By 1978, however, 
Oakwood had to adapt its educational program and services in 
the face of declining numbers of full-time students interested in 
the transfer programs and greater student diversity among those 
recruited to offset the loss in traditional enrollments. Although 
enrollments continued to increase, significantly larger propor- 
tions of the new students were part-time. More attended in the 
evening; and increasingly, those in attendance lacked ihe writ- 
ing, reading, and math skills regarded by the faculty as minimal 
for success in the transfer programs. 

The use of adjunct faculty had played an important role 
in Oakwood *s development. In 1966-67 there was one full-time 
faculty member for every twenty-eight full-time student equiva- 
lents. B> 1978 the ratio was one to forty-three, excluding coun- 
selors and library staff. The use of adjunct faculty in the day 
program was condemned by full-time faculty members, but 
there was no similar complaint about the evening program, be- 
cause full-time faculty members were given preference for eve- 
ning assignments and received extra compensation for accepting 
them. 

Curriculum, The purposes and goals of an institution are 
reflected in its curriculum. Any analysis of the role played by 
literacy within instructional activity must begin with a descrip- 
tion of the programmatic structure through which administra- 
tors, faculty members, and students meld institutional purposes 
and their own value preferences. The curriculum at Oakwood 
was a logical extension of the mission and educational priorities 
of the Richfield District. Course offerings were comprehensive, 
within allowances made for an administrative decision of the 
late sixties to concentrate technical programs requiring heavy 
capital investment on a campus strategically located to serve 
the entire metropolitan area. Oakwood also followed national 
trends in the nature of its curriculum, which was increasing in 
comprehensiveness but decreasing in coherence and structure. 
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Curriculum may be defined as the courses and patterns of 
courses offered b> the institution in order to present the knowl- 
edge, principles, values, and skills that are the intended conse- 
quences of instructional activity (Carnegie Foundation for the 
Advancement of Teaching, 1977). AtOakwood, the curriculum 
was organized in four major categories: 

• Transfer education-an academic program comparable 
to the freshman and sophomore years at state universities. 

• Occupational education— progc^nns emphasizing job- 
ready training to minimise the completion time required and 
maximize skill development to meet job-market demands. 

• Developmental education— trdining in basic skills for 
adults to help them function in complex society and/or prepare 
them for entry into college-level occupational or academic pro- 
grams. Its specific objectives were to improve skills in communi- 
cation (listening, speaking, reading, writing), computation, hu- 
man relations, decision-making skills, and study skills. 

• Coyxtinuing ec/uca^zon -opportunities for citizens of the 
community lu enrich their lives as wage earners, as members of 
the sociely, and as residents of the world of leisure. These op- 
portunities were provided through all the educational programs 
as well as through noncredit courses, seminars, lectures, work- 
shops, and other educational and cultural activities. 

All four major functional areas of instruction had been 
part of the Oakwood curriculum since its founding. The priori- 
tits accorded these program areas resulted from changing inter- 
nal and external influences. At Oakwood's inception, its com- 
mitment was predominantly to transfer education; its rhetoric 
at that time clearly had the flavor of a liberal arts tradition. In 
its catalogue, the college described its overall functior as **the 
education of the whole man" and elaborated a **three-f -rint pro- 
gram to accomplish this purpose: (1) to help the development 
of individuals seeking maturity of mind and body; (2) to trans- 
mit to interested persons the accumulated wealth of our culture 
.,nd traditions; and (3) to assist nonmatriculating students to 
update their knowledge and skills for a better adjustment to a 
changing world." 

Over the years, an increasing share of the college's curric- 
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ulum was devoted to occupational education. The 1970s saw 
the establishment of fourteen occupational degree programs and 
six certificate offerings. At the time our study ended, an addi- 
tional twelve career programs or options were pending. During 
the seventies, Oakwood experienced the same change in student 
preferences from transfer to occupational programs observed in 
similar institutions across the country. Current enrollment and 
funding patterns suggested no diminution in the growth of this 
occupational component. 

Most recently, the college had indicated its intention to 
address the needs of new and nontraditional students as defined 
by Cross (1976) by allocating funds for "developmental educa- 
tion." Developmental education also expanded during the 
1970s, and by 1979 Oakwood offered fifty-three sections en- 
rolling 1,240 students. Over 15 percent of day students and 7 
percent of evening students were enrolled in developmental 
courses- More than three fourths of these were high school grad- 
uates, and 22 percent were Mexican-American, almost twice he 
percentage of that group in the total student population. 

The changes in the developmental area were not confined 
to growth. From its inception, Oakwood offered developmental 
courses with a remedial focus, as suggested by an early Issue of 
the college catalogue: . . develop basic skills in fundamental 
areas to enhance the ability to succeed in more rigorous aca- 
demic and career programs." However, a new program was insti- 
tuted in 1978, the adult basic skills program, which reflected a 
different conception of developmental education. This program, 
offered in two twelve-hour blocks, included special courses in 
reading, math, counseling, and English Students were placed in 
these blocks on the basis of test results. Also offered as part of 
the basic skills program was intensive English for Spanish speak- 
ers, designed for students who had not developed reading and 
writing skills either in their native tongue or in English. 

In the following year, a Developmental Education Task 
Force for the Richfield District, strongly influenced by the 
basic skills blocks at Oakwood, developed a new statement of 
purpose for the report of the District Council on Educational 
Priorities. The new statement read as follows: "The purpose of 
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the developmental studies program is to prepare the citizen to 
better function in the larger society by strengthening basic so- 
cietal skills. The return on this investment is an indi\idual better 
able to seek employment, to further [his or her] education, and 
to be a successful taxpayer." 

Several aspects of this statement deserve special atten- 
tion. First, as stated elsewhere in the report, the intent was 
clearly to address "new" clients without strong academic skills 
and "underprepared'* for traditional college work. Second, the 
report clearly turned away from the remedial emphasis to focus 
on a broader definition of de*.elopmental, encompassing, in the 
words of Cross (1976, p. 31), "the diverse talents of students, 
whether academic or not.*' The purpose of developmental edu- 
cation, according to the new definition included in the report of 
the district advisorv committee, was to focus on assisting stu* 
dents to achieve their goals-"to take students from where they 
are to where they want to go." This would be accomplished by 
providing both academic and nonacademic "human** skills. 

The task force seemed to be moving toward a goal of 
functional literacy, with less, rather than more, emphasis on the 
traditional aspects of academic literacy. This difference was not 
lost on many faculty members, who maintained an ambivalence 
toward the new programs. On the one hand, they saw advan- 
tages in the form of the removal of students they regarded as 
unqualified from their own classes. On the other, they were 
concerned about the impact on the credibility of other college 
offerings, as well ai> the possibility that the new program would 
compete for scarce resources once district discretionary dollars 
had been exhausted. 

The 1979-81 Oakwood catalogue listed 760 courses from 
the district course bank. Courses were listed at three academic 
levels: the "sub-100,*' or "developmental,** level; the "100,'* or 
"introductor>%'* level; and the "200,** or "advanced,** level. 
These courses were subsumed under transfer, occupational, and 
developmental categories. The decision to place a course u\ one 
of these categories was at least as much a fiscal as an educa- 
tional decision. Transfer and developmental education were 
funded at a base level, while courses qualifying for the coveted 
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occupational classification received additional funding from the 
state. Courses offered for continuing education without credit 
received no state reimbursement. The practice was to designate 
as occupational any course that could meet the state board re- 
view criteria. Whenever possible, noncredit continuing educa- 
tion offerings were also ^'upgraded" to credit status. Breneman 
and Nelson (1981) have reported the prevalence of similar prac- 
tices among community colleges nationwide as one response to 
growing financial constraints. 

A variety of terms were used in Oakwood publications to 
refer to the patterns of courses that made up the curriculum. 
The terminology was not always used consistently. The college's 
rapid growth, both in expansion of educational goals and in the 
increase in numbers of students, had produced few opportunities 
for consolidation or refinement of in^tl Jonal procedures. Thus, 
curriculum at Oakv^ood might refer to any of the following: 

• A prescribed series of courses required to earn the asso- 
ciate in applied science (A.A.S.) degree in a particular occupa- 
tional area- for example, electronics technology. These pro- 
grams were designed to take the full-time student two years to 
complete. They included a districtwide general education re- 
quirement 

• A somewhat more flexible series of courses that a stu- 
dent might follow to earn an associate of arts (A.A.) degree or 
to transfer to a four-year college to pursue the baccalaureate de- 
gree. These were also called advisement packages. Some advise- 
ment packages closely resembled the first two years of course 
work in the related area at the state university. Others, such as 
ethnic studies, had no parallel. Students were permitted to com 
bine an advisement package with general education require- 
ments to obtain an A.A. or an associate in general studies 
(A.G.S.) degree. 

o A prescribed series of courses in a particular occupa- 
tional area-for example, automotive chassis-required to earn a 
certificate. The career-specific courses were the same as those 
required for the A.A.S. However, certificate programs generally 
required no jeneral education courses and could be completed 
in a year or less by a full-time student. 
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• A sequence represented an institutional decision that 
courses within a particular department or group of related de- 
partments had to be taken in a specified order. Sequences were 
discouraged unless required (as in math and science), because of 
the impact on enrollments in the more advanced courses and 
the corresponding possibility that such courses would not be 
offered because of low enrollments. 

• A block was a planned series of self-contained courses 
designed to assist adults in the development of reading, mathe- 
matics, and English skills. Even though the courses in a block 
were clearly remedial, the institution allowed a maximum of 12 
credits from such courses toward the A.G.S. degree in order to 
preserve student eligibility for federal financial assistance. 

o A student was also able to follow none of the institu- 
tionally developed patterns of courses but, rather, design an in- 
dividualized pattern. These idiosyncratic patterns could also be 
combined with general education requirements to earn the A.A. 
or A.G.S. degree. Figure 2 summarizes the patterns that made 
up the curriculum at Oakwood. 

Official district and college documents seemed to indicate 
that considerable attention had been devoted to developing co- 
herent programs of stud> for students. However, the elaborate 
structuring of the curriculum did not translate into measurable 
results. Despite the impressive enrollment figures, relatively few 
students graduated (less than 5 percent of the head count and 
10 percent of the full time equivalents), an experience common 
to most open-access institutions of this type. Students transfer- 
ring to four-year institutions typically did so without complet- 
ing an A.A. degree, and students in occupational courses often 
found and look jobs before completing an A.A.S. program. 

One reason for the low completion rate was, of course, 
the large numbers of part-time students. Like their counterparts 
in community colleges elsewhere, Oakwood administrators ex- 
plained the low completion rate as a result of students' attend- 
ing for reasons other than degree attainment. The assumption 
accompanying this rationale was that students were achieving 
their objectives to a satisfactory extent even though such objec- 
tives were largely undefined and the level of achievement un- 



1^ ^ / 



Figure 2. Course Patterns at Oakwood Community College. 
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measured. It is an unstated corollary of community college 
philosophy that questioning the benefits of attendance consti- 
tu tes heresy. 

Nonetheless, the institution invested little effort in de- 
veloping effective advising for students and did little to facili- 
tate an optimal structuring of course experiences. For example, 
even a simple sequencing of courses was not maintained, be- 
cause official course prerequisites were seldom enforced. Most 
programs of study were administered, at least nominally, by de> 
partments, which were responsible for designing and updating 
the patterns and maintaining records of students using them. 
However,^ the extent to which departments actually exercised 
this function was quite variable and, overall, minimal. By 1980 
the typical student at Oakwood did not complete any program 
of instruction but left after taking one or more individual 
courses. 

Administration. As noted previously, the Richfield Dis- 
trict had traditionally operated with a strongly centralized ad- 
ministration. Until the new chancellor took office in 1977, the 
chief administrator at Oakwood held the title of executive dean. 
Areas such as food service, maintenance of buildings and 
grounds, security, bookstore, and fiscal services were all con- 
trolled by a vice-president in the district office. 

During the period of the study, a decision was made to 
deccntraliise responsibilities for a number of these functions, 
and the title of the campus chief executive officer was changed 
to president, Oakwood administrators viewed with mixed emo- 
tions the decision to decentralize. They liked the idea of greater 
autonomy, but they were concerned that increased responsibili- 
ties were not accompanied by increases in administrative staff 
for the college. To complicate ^natters further, some key college- 
based personnel, including the fiscal officer and the managers of 
food service and the bookstore, continued to report to a district 
officer. Of must concern was the divided allegiance of the fiscal 
officers, who, in the words of one administrator, ''fox a $17,000 
salary were supposed to keep botli college- and district-level 
officers happy and out of trouble.'* 

As part of the decentralization effort, 'listrict officers had 
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encouraged presidents to establish "management teams."At 
Oakwood the team included, in addition to the president, two 
deans (instruction and student services), three associate deans 
(admissions and records, continuing and special education, oc- 
cupational education), and three directors (evaluation and re- 
search, student activities, special services). Significantly, admin- 
istrators reporting to district officers were excluded from the 
team by design, resulting in communication problems as well as 
increased coordinating responsibilities for members of the team. 
Figures 3 and 4 provide additional information about the Oak- 
wood administrative structure during the period of the study. 

The administrative council met weekly and served as the 
coordinating structure for the management team. Meetings were 
informal, did not involve agendas or minutes, and served mainly 
to facilitate communication. Frequentl), the president or other 
team members reported on meetings they had attended. Much 
less frequently, one member would present a problem to the 
council, and discussion involving the entire group would follow. 
Decisions were rarely reached in these sessions. The president 
listened carefully to everything that was said and then made his 
own decision, which might or might not coincide with the ad- 
vice he had received. Sometimes the council was us^'d to define 
the college's official position on an issue being considered by 
the district. Defining an official position was important because 
of the variety of district meetings attended by the different 
council members where the issue might be discussed. Finally, 
the council also provided a source of mutual support for its 
members in times of stress. 

Next to the administrative council, the most important 
committee meeting at Oakwood involved department chairs and 
was conducted by the dean of instruction. Such meetings were 
held three or four times each semester in accordance with a 
published schedule. Often in attendance, but not as very active 
participants, were the dean of student services and associate 
deans whose areas of responsibility corresponded to items un- 
der discussion. The meeting of department chairs served pri- 
marily coordinating and problem -solving functions. Because 
department chairs had faculty status, these meetings repre- 
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Figure 3. Staffing Chart for Oakwood Community College, 1979-80. 
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Figure 4. Details of Organizational Structure: Office of Instruction and Office Student Personnel Services, 
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seined one important interface between administrative and fac- 
ulty priorities and values. 

Department chairs were selected for rotating terms by the 
faculties of their departments, subject to approval b> the presi- 
dent. The 182 full-time faculty members were distributed 
among twenty-six departments ranging in si/-e from two or three 
members to twenty-seven. Counseling, which reported to the 
dean of students, and the instructional materials center both 
held status as departments. Chairs did nut receive released time 
unless there were at least nine members in the department, and 
so the time available to them for administration, given the fif- 
teen-hour teaching load, was quite limited. As a result of prior 
negotiations between the faculty association and the district, 
additional compensation for chairs had been stressed at the ex- 
pense of released time. In une department with 27.5 full-time 
equivalent faculty members in the day program, the chair 
taught twelve hours one semester and nine hours the other. In 
addition, she had general responsibilities for an evening program 
that was about one third as large as the da> program. A number 
of chairs taught extra courses in the evening for extra compen- 
sation. There was one chair who received no released time, be- 
cause his department was too small, but who taught extra 
courses in the evening and carried on a private business on the 
side. 

Partly as a result of the imposing time commitments of 
chairs, the departments made few demands on instructors be- 
yond course scheduling and text selection. There were rarely 
more than two meetings during an academic year, and these 
were held mainly to disseminate information. Class responsibili- 
ties were often structured in a relatively informal way during 
department meetings as chairs discussed class and time prefei- 
ences with instructors. Departments did not appear to take the 
initiative with respect to either curricular or instructional adap- 
tation. 

In addition to the department structure, there were twen- 
ty-one college committees, the most important of which was 
the one on curriculum. Most had an average of five members, 
with one or two inactive. Administrators typically served as 
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committee chairs or as cx officio members. The more important 
committees, such as curriculum, often had several administra- 
tors in attendjnce. Committee work was one of the demands 
placed on instructors both by the adminu^tration and b> other 
instructors. The most active commit! during 1979-80 was the 
one on advisement and registration, which met weekly and did 
an enormous amount of work in prodr'^Jng an adviser's hand- 
book and reorgani/,ing the advising and registration process. At 
the opposite end of the spectrum were several committees that 
met rarely and accomplished little that was visible. 

During the study, three full-time faculty members served 
in quasi-administrative roles to provide faculty leadership and 
administrative support for staff development activities, the de- 
velopmental studies task force, and the advisement and registra- 
tion committee. Each of these areas was critical to the plans of 
the dean of instruction for achieving directed change. These fac- 
ulty members were selected because of their commitment to 
serving students with limited reading and writing skills, an im- 
portant adr.iinistrative priorit> They were given released time 
or summer employment through use of discretionary funds pro- 
vided by the district, augmented by collej^e funds where neces- 
sary. 

The role of quasi-administrators was ambiguous. They 
were asked to perform administrative tasks but were not given 
administrative support services such as secretarial help, access 
to duplicating services, or telephones in their offices where 
these were not already available. They were not Invited to ad- 
mhiistrative meetings and lacked authority to implement any of 
the recommendations growing out of their activities. Adminis- 
trators did not view them as performing administrative roles, 
while other faculty members sometimes resented the cor-tribu- 
*tons these quasi-administrators made to achieving change de- 
sired by district administrators. Because all three of the quasi- 
administrators were women, they attributed many of the less 
desirable aspects ol their role to their sex, with some justification. 
One commented, "The men were less willing to do it because the> 
have been here so long. . . . Women will work much harder be- 
cause they have not reached their level of incompetency." 
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Faculty, The full-time faculty at Oakwood was predomi- 
nantly male (65 percent), experienced, and heavily tenured. In 
1976-77, just before being visited for reaccreditation, Oakwood 
had added twenty-two new faculty members. During the follow- 
ing three years, the greatest number of new hires in any year 
was three. As the fourth contract was a tenure appointment, 
1 w faculty members had a provisional status at the time of our 
study. 

Most of the transfer-oriented departments had higher per- 
centag^.^, f full-time resident faculty members than their shares 
of the enrollmc»»t justified. Part of the imbalance resulted from 
the practice of staffing full-time faculty members at 90 percent 
of the day enrollment only. All evening classes were taught by 
part-time faculty or by full-time faculty members who volun- 
tarily accepted an overload for which they were reimbursed at 
the part-time rate. Evening enrollments had been increasing 
more rapidly than day enrollments, so the ratio of full-time resi- 
dent faculty members to total full-time student equivalents 
(FTSE) had therefore steadily declined. Moie than half of all in- 
struction was offered by staff members on adjunct appoint- 
ments. The adjunct staff numbered 300 in the evening and 72 
during the day, in comparison with 163 full-time teaching fac- 
ulty members. 

The transfer orientation of the Oakwood faculty was evi- 
dent in the numbers that possessed the doctorate. Thirty -five- 
more than 21 percent— held this degree, a high percentage by 
community college standards. By 1979 Oakwood had about one 
fourth of its full-time student equivalents enrolled in occupa- 
tional courses. Reflecting the fact that much of the demand for 
occupational offerings was in the evening, only about one fifth 
of the resident faculty had occupational specializations. The dif- 
ference between student orientations and preparation of resi- 
dent faculty members was even more striking when nursing was 
excluded. The nursing department, because of state require- 
ments, had 21 percent of the resident faculty assigned to occu- 
pational areas but generated less than 10 percent of the occupa- 
tional FTSF 

There were few minority-group members among the full- 
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time faculty, a situation that produced stress as the minority 
student population, particularly Hispanics, continued to in- 
crease more rapidly than the college's total enrollment. 

The regular teaching load was thirty to thirty-two hours 
per year, calculated according to a complex formula involving 
type of contact and class size. In addition to teaching responsi- 
bilities, faculty members were expected to fulfill thirty hours of 
accountability per week, including one scheduled office hour 
each 'day. Since arrangements for monitoring accountability 
were nonexistent, some instructors paid little attention to the 
policy, including the keeping of scheduled office hours. Be- 
yond regular loads, faculty members were permitted to teach an 
additional nine load hours for extra pay during the academic 
year and six load hours during the summer. A significant num- 
ber took advantage of this opportunity to increase incomes. 

Faculty members also received extra pay for such activi- 
ties as coordination of co-op work experience or the foreign 
study series, substitute teaching, supervision of the evening pro- 
gram, summer work other than teaching, nonclassroom instruc- 
tional activities, course management, and coaching. The arrange- 
ments for extra compensation were quite comprehensive. The 
typical attitude of a faculty member at Oakwood was that if an 
out-of-class responsibility was not spelled out in the policies or 
if arrangements were not made for extra compensation, the ac- 
tivity did not need to be undertaken. 

Faculty members at Oakwood were well paid and en- 
joyed good fringe benefits. They were allowed to advance on 
the salary schedule for travel; attendance at clinics, conferences, 
and workshops; work experience; and taking additional course 
work. The policy was particularly advantageous to instructors 
in occupational areas such as electronics and data processing, 
who were able to work summers at a higher rate of pay in indus- 
try and receive credit on the salary scale as well. The highest 
paid faculty member at Oakwood during 1979-80 earned more 
than S40,000. 

Perhaps 15 percent of faculty members conducted out- 
side businesses. The flexible arrangements on accountability en- 
couraged this type of activity. Opportunities for earning extra 
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cumpensatiun made it difficult to recruit and retain administra- 
tors from the ranks of the faculty. The option of returning to 
the faculty possessed by most Oakwuod administrator^ v\as fre- 
quently exercised, resulting in a high turnover rate among cam- 
pus administrators below the level of president. 

The most important faculty organization in the Richfield 
District was the faculty association. Historically, this group had 
represented the faculty in governance issues and had conducted 
districtwide negotiations for salaries and working conditions. In 
negotiations, the association functioned as a de facto union. 

Students. Like many community colleges, Oakwood 
found the demographics of its student body undergoing sig'iifi- 
cant change. In the late seventies, students were characterized 
by an increasing diversification of objectives, interests, ethnic 
backgrounds, and abilities. Blacks and Chicanob formed about 
15 percent of the student population at Oakwood. Both minor- 
ity groups were internally cohesive, although the Chicanos were 
the more visible in terms of numbers and political activity. In 
comparison to the student body of the sixties, the median age 
was older, more attended part-time, an increasing percentage 
were women, and educational objecti\es focused most frequent- 
ly on the vocational offerings. By the time this study began, 70 
percent of the student body attended part-time, and the modal 
student was an older female, taking one course and not inter- 
ested in completing a degree. 

Of greater import, Oakwood, a college firmly rooted in 
the academic tradition and committed to baccalaureate-oriented 
courses as its first priority, was faced with a growing number of 
poorly prepared students. Instructors reported significant 
changes in students during the previous five or six yeais. Skill 
levels, moti\ation, and attitudes were mentioned. Students were 
perceived as poor readers and writers, and their lack of motiva- 
tion and seriousness made it harder for faculty members to de- 
rive satisfaction from teaching. 

Instructors noted changes over the years in the classroom 
behavior of students: They appeared to be less mature, with the 
concomitant problems of short attention spans and poor quality 
work. Specific examples of changes in students' behavior in- 
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eluded not checking their own work, not asking questions if 
they did not understand, and not wanting explanations fur in 
formation. This was particularly true of some of the younger 
students entering Oakwood right out of high school. As a fac- 
ulty menr»ber commented: 

These students are so ill prepared for college 
that they think they want to learn but are not will- 
ing to undergo the torment of learning because 
there is a certain amount of aggravation with learn- 
ing. When you're learning, it's stress. It should be 
pleasurable— let's hope it's pleasurable— but there 
has to be some stress because you are making an ef- 
fort to learn something that you didn't know be- 
fore. I think that they think a junior college is 
going to be just a glorified high school, it's going to 
be an easy breeze. 

An instructor observed the grade-oriented nature of cur- 
rent students: 

The kids will argue with you on points that 
they never would have even remotely thought 
worth mentioning, because they are so concerned 
about the grade rather than what they are learning. 
This is very marked in the classes, very marked. 

Changing classroom behavior was relatecl to identified changes 
in student goals. Instructors noted that students seemed less in- 
terested and often were not working toward achieving specific 
goals. 

A minority opinion on ability and basic skills suggested 
that although students were more diverse, on the average they 
were equivalent to previous students. The majority of instruc- 
tors, however, identified specific changes in their students' basic 
skills, Reading was seen as more of a problem than ten years 
earlier, "It makes no difference huw casv the book is, some stu- 
dents still can't read it." 

In most classes, writing was also a major problem. Even 
in an occupational course that did not include writing require- 
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ments, the instructor was concerned about the amount of time 
she had to spend teaching basic grammar and spelling skills. One 
transfer instructor stated, "Writing skiH. have deteriorated." 
Another commented, "It is hard to figure out what the student 
is trying to say. . . . There is a worsening ability to express even 
simple ideas." Some instructors noted that the increase in writ- 
ing problems was the chief reason they had moved from essay 
to objective exams. 

Instructors whose courses included even a small amount 
of mathematics stated that it was necessary to spend more time 
teaching basic math or algebra. In occupational courses, it was 
noted that students had a terrible time even adding numbers. In 
two higher-level transfer courses, the instructor noted that he 
spent time teaching basic algebra and trying to eliminate fears 
of mathematics. Another stated, "Most students have poor 
math backgrounds. . . . The primary and secondary educational 
system is failing to produce literate people." 

Vocabulary and listening had also declined, according to 
some instructors. One commented, "Students coming right out 
of high school have poor vocabularies." Another put it this 
way: "Reading comprehension gives them the most problems, 
followed by listening skills." Instructors were also concerned 
with thinking skills. One noted, "The greatest discrepancy be- 
tween what is real and what is ideal for my students is ar* ability 
to draw logical conclusions." 

In contrast, faculty members generally endorsed the in- 
crease in older returning students. They felt that older students 
had better skills, particularly grammar skills and listening skills. 
Also important, such students had a more mature outlook on 
life and more experience with the world. Consequently, they 
were often more inclined to participate in class discussions and 
to see the relevance of material presented. As one faculty mem- 
ber noted, **The older student ib a better listener and generally a 
better student and more motivated." 

Still, the overall perception of changes in the student 
population was not positi\e. In summarizing the situation, a fac- 
ulty member stated, "Overall, students have not learned to 
think, to read, to spell, or to add and subtract." Another specu- 
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lated that probably the skill level had gone down because the 
college encouraged greater numbers of students to attend. How- 
ever, he acknowledged, "It is also possible that the passage of 
time makes you think back to *thc good old days.' " 



This chapter has introduced Oakwood College and the 
Richfield District in order to establish the context within which 
our study of literacy and its correlates was conducted. Although 
we make no claims that Oakwood was representative of all 
open-door community colleges, it is useful to summarize Oak- 
wood's similarities to other colleges and its unique characteristics. 

The Richfield District and Oakwood College, like the ma- 
jority of urban multicampus community colleges, were estab- 
lished in the early to middle sixties. Initially, emphasis was 
placed on university parallel programs to piovide students with 
an opportunity to complete the first two years of a baccalau- 
reate degree before transferring to a four*year institution. Un- 
like many community colleges in California and otiier Western 
states, Richfield District continued a strong emphasis on trans- 
fer as the primary function past the middle of the 1970s. Re- 
cent studies had revealed stronger-than-national-average per- 
fomiance, persistence, and degree attainment for transfer 
students from the district's colleges at the state universities. 

Rapid growth in numbers of students and in numbers of 
colleges characterized the district until the early 1980s, when 
alternating years of decline and growth indicate stabilization or 
a much more modest growth rate than in the past. Interesting- 
ly, the year of most significant decline followed hard on the 
heels of the district's most aggressive marketing campaign, con- 
ducted according to all the best thinking on this subject. In ret- 
rospect, it now appears that the efforts of the district's new ad- 
ministrative leadership in emphasizing continuing education, 
alternative delivery methods, and career education and in re- 
cruiting nontraditional clients postponed, but did not prevent, 
the necessity of coming to grips with a declining potential stu- 
dent population. 
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Combined with reductions in the growth rate have been 
the same changes in student-body demographics reported by vir- 
tually all open-door colleges. Students are older and more likely 
to represent racial or ethnic minorities. They are less interested 
in earning degrees, enroll in fewer courses, and are described as 
having reduced competencies in reading, writing, md mathe- 
matics. 

The tendency for more students to attend part-time, to 
be less interested in earning degrees, and to possess lower skill 
levels has important implications for the financial well-being of 
institutions such as Oakwood, which are funded by enrollment- 
driven lormulas-a characteristic common to community col- 
leges in all but a few states. Part-time students with skill deficits 
cost as much or more to serve but bring less in the way of reve- 
nues. When this fact is combined with the impact of property 
tax limitations enacted by the legislature in the state served by 
the Richfield District, a familiar picture of community college 
fiscal constraints emerges. Even though the district was relative- 
ly affluent as such districts are judged, it still found it necessary 
to follow the practices that have become so common among 
community college districts nationwide. 

One of these practices was, of course, the heavy and in- 
creasing use of low-paid adjunct faculty members. Certainly, 
this adjustment was apparent at Oakwood, where more than 
half of all instruction was offered by faculty members in an ad- 
junct status. Although part-time teachers may provide adequate 
instruction, they do not generally involve themselves in advising 
or committee work. Where their numbers become an issue with 
the full-time faculty , as at Oakwood, there may be growing dis- 
affection combined with unwillingness to provide extra advising 
or other student support formerly taken for granted. The un- 
willingness of members of the heavily tenured Oakwood faculty 
to engage in any service or activity for which they were not con- 
tracted or did not receive extra compensation had important 
implications for the implementation of institutional priorities. 
In these characteristics, Oakwood faculty members were like 
their counterparts in other community colleges; they differed 
somewhat in .aeir strong and 'ontinuing commitment to their 
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transfer programs, the percentage possessing the doctorate, and 
the amount of influence they had become accustomed to exer- 
cising over the educational program. 

Like multicampus districts everywhere, Richfield agonized 
over the centralization/decentralization dilemma and experi- 
enced continuing tensions between campuses and central admin- 
istration. During the study, the district decentralized a number 
of support functions and emphasized a commitment to greater 
campus autonomy. Concurrently, hov ever, an emphasis on 
standardization within the educational programs and the use of 
district task forces to plan in specified areas produced greater 
centralization in the educational program. 

On balance, Oakwood and Richfield present a familiar 
story Although they have unique characteristics, the overall 
picture is of a large, comprehensive multicampus community 
college system vigorously pursuing the priorities and practices 
associated with districts that aspire to be in the vanguard of 
community colleges during the 1980s. 
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Teaching and Learning 
in the Classroom 



By the end of the 1970s, Oakvvood College vvas experiencing 
the stress that accompanies shifts in the student body and 
changes in financial and political realities of the external envi- 
ronment. Exacerbating the pressure on faculty members and 
administrators tu cope effectively with these stressors vvas a 
highly competent, change-oriented district administration that 
strongly encouraged Oakwood staff to respond quickly to new 
students and new environmental forces b> changing the educa- 
tional program. 

Adaptation to these demands vvas manifested in the class- 
room. In daily face-to-facc interactions, students and instructors 
i jgotiated what they expected of each other. During this pro- 
cess, classroom literacy demands were implicitly redefined. Be- 
cause most degrees and certificates required no demonstrated 
exit competencies beyond the completion of required courses, 
the literacy standards for the college were ambiguous. 

The literacy we observed in most Oakwood classrooms 
supported our thesis that many current instructional practices 
in open-access colleges result in a leveling down. This chapter 
and the next provide a detailed description of classrooms and 
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classroom reading and writing at Oakwood. Then, Chapters Five 
and Six look more closely at the student and faculty motiva- 
tions and objectives that shaped the circumstances we observed. 

Classroom Research 

A growing research tradition looks inside classrooms to 
analyze interaction between students and teachers and its impli- 
cations for learning and teaching. This tradition has included 
prestructured observations carried out by educational psycholo- 
gists to measure teacher effectiveness in terms of a learning the- 
ory that is largely behavioristic (sec review by Furlong and 
Edwards, 1977; Kochler, 1978). These researchers, including 
especially Amidon (Amidon and Hunter, 1967) and Flanders 
(1970), have documented the strong influence of the teacher as 
manipulator and controller of information. Complementing this 
trend arc sociolingiiistic and ethnographic studies (see collected 
works in Gilmore and Smith, 1982; Green and Wallat, 1981; 
Wilkinson, 1981), which look more broadly and openly at all 
aspects of classroom activity and use concepts from sociology 
and anthropology to interpret that activity as social interaction, 
communication, and cultural transmission. Finally, educational 
anthropologists ha\e emphasized the need to supplement class- 
room studies with studies of the classroom's institutional and 
societal contexts (Ogbu, 1981). 

In interpreting our observations of Oakwood classrooms, 
we have been influenced by these three trends in current work 
in the field. In particular, we were assisted in our analysis by 
available frameworks for describing participation structures 
(Philips, 1972) and event structures (Burnett, 1973; Mehan, 
1978; EricksonandSchultz, 1981). In looking at instructors' and 
students' communication styles, vve drew on a sociolinguistic 
framework (Hymes, 1964), while the work of Mann and his as- 
sociates (1970) helped to suggest the social roles implied by 
these styles in college classrooms. 

Our results are consistent with similar research in other 
college classrooms in documenting the influential role of the in- 
structor (Stiles and others, 1979; Cooper, 1981a and 1981b; 



ERLC 



44 



Teaching and Learning in the Classroom 



Cytrynbaum and Conran, 1979) as well as the mutual negotia- 
tion of styles that seems to go on between instructor and stu- 
dents (Dreyfus and Eggleston, 1979; Feldman and Prohaska, 
1979; Mann and others, 1970). 

At Oakwood there were three types of classrooms, asso- 
ciated with three varieties of classroom literacy. These contrast- 
ing classroom environments differed in their physical settings 
<?nd in the scheduled times within which instructional activities 
occurred. They were also characterized by differing patterns of 
social organization and varying styles of learning and teaching. 

Most courses at Oakwood could be labeled information' 
transfer courses because their activities had a single focus— the 
transfer of specific information from instructors to students. 
The great majority of courses were of this type, regardless of 
program area or content emphasis. However, two contrasting 
course types were observed: the vocational lab course, directed 
toward development of job-related skills through involvement in 
hands-on activities, and the basic language skills course, de- 
signed to teach basic reading, writing, and speaking skills through 
structured group activities. 

Information-Transfer Courses 

Students in information-transfer courses met in square or 
rectangular classrooms, with writing armchairs arranged in col- 
umns. In the front were a blackboard and, usually, a table or 
lectern. Elementary and secondary classrooms often reflect the 
personal style of the instructor (Delamont, 1976), but at Oak- 
wood this was usually not so. Because instructors moved from 
classroom to classroom, there were few personal touches, and 
because each classroom was used for a variety of courses, there 
were few subject-related charts or displays. Except for an occa- 
sional file cabinet, clock, wall map, or infrequently used bulle- 
tin board, classrooms were empty of distractions. The physical 
setting suggested a single specialized purpose, which we called 
information transfer. 

Information-transfer courses were held regularly in fifty- 
minute sessions two or three days a week for fifteen weeks. 
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During each session, content lectures were usually the single 
predominant activity, although they were often punctuated 
with brief anecdotal segments and framed by brief introductory 
and closing remarks. 

The regularity and definition of the sessions helped to en- 
sure that instructors succeeded in communicating the knuwl« 
edge they valued. Concurrently, students were reassured of their 
ability to meet predictable requirements. The uniformity of 
such classes reflected their single focus as well as the relative 
homogeneity of expectations. 

The instrutiurs acting as knowledge brokers practiced a 
teaching style wc termed "information dissemination," while 
modal students served as an attentive audience. This excerpt 
from one stuuc..l^ account of an economics class provides a 
good illustration of instructor and student styles in the infor- 
mation-transfer classroom: 

He always starts off his lecture by reviewing 
what we just discussed the class before. You know, 
he'll say something like "Well, last time we were 
talking about the Kcynesian theory, and today 
we'Jl want to compare this with the classical the- 
ory." Sometimes this is a little confusing if youVe 
trying to take notes on what he says, but that 
doesn't usually really matter so much, because, like 
me, most students just put into their notes what 
the instructor writes on the board anyho'*'. He uses 
the board a lot to put all his main points on and to 
go Cv'er diagrams, so if you just write down what 
he puts on the board and maybe add a few remarks 
he makes in the margins, you have good notes. 

Once he starts lecturing, he mostly goes right 
on through the class period. He knows a lot, a lot 
more than us, about economics, and he always tries 
to give us good information on the topic. Usually, 
a few students will ask him some questions. Mostly 
they ask him about something on the board or 
from the text. The instructor answers all questions, 
but he usually doesn't spend much time. I mean, 
he's got a lot of material to get us through in just a 
semester. 

So, anyway, that's what usually happens in a 
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class— the instructor lectures, we listeh and take 
notes, and some of us answer questions or ask 
them. One or two students in the back of the room 
Tve noticed sleep through most of the class, but 
the instructor never says anything. 

Instructor Styles. Mann and his associates (1970) de- 
scribed six interpersonal rules portrayed by the teachers they 
observed in college lecture classrooms: expert, formal authority, 
socialising agent, facilitator, ego ideal, and person. Most often 
we obsei'ved instructors at Oakwood to embody the expert or 
formal authority roles, as indicated b) their classroom behaviors. 

Instructors carried out predictable activities during con- 
tent lectures. Typically, they entered the classroom at exactly 
the class starting time and went through a series of "rituals" sig- 
nifying the beginning of class. These instructors generally had a 
"favorite spot," or resting place, where they lectured. From this 
location th^y circumambulated a relatively small area in the 
front of the classroom, moving to the lectern, to the black- 
board, and back to their resting place, hiformation dissemina- 
tors referred to their lecture notes and wrote almost continu- 
ously as they spoke, usually on a blackboard but sometimes on 
an overhead projector. These physical characteristics of teaching 
style emphasised the instructor's central role and aided the 
presentation of information. 

Oakwood lecturers provided clear transitions between 
topics, summarised frequently, and included multiple cues to 
important points. They did this by slowing down, increasing 
their volume, lowering their pitch, or pausing when key infor- 
mation was presented. 

Repetition and paraphrasing were also used liberally. 
Consider the paraphrased repetitions in the following exceipt 
from a psychology lecture presenting the basic scientific as- 
sumption of an orderly universe: 

The assumptions of the scientific method 
are, first of all, order, and by this assumption you 
are assuming that the world is not a haphazard se- 
quence of events but things occur in regular se* 
quence. In other words, things don't just haphaz- 
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ardly happen or happen at random. There is a 
pattern lo the phenomenon you're investigating, 
regardless of what it is. If this weren't true, then 
there would be no need for science. If things could 
occur, just always occur, at random without any 
pattern or in any order, then there wouldn't ever 
be a science. \Vc cc .Id never discover \\\-xt pattern. 
Obviously, you have to assume that there is order 
to the universe to have a science. The second as- 
$j jiption . . . 

These verbal charaucristics were consistent with the instructtjr's 
goal of accuratel> transmitting information to an attentive audi- 
ence, 

A distinctive interaction style was also used to strength»;n 
one-way communiration from instructors to students. Instruc- 
tors gave only gener^.^ eye contact to the class, sometimes pan- 
ning the group or focusing on a spot just above or between 
heads but never actually meeting any individual's glance. Infor- 
mation dissemj- ators did not encourage student questioning 
during a lecture. They refused to acknowledge would-be ques- 
tioners until an appropriate transition point, and even then they 
paused only briefly, often neglecting to look around the room 
fo ••aised hands. When a question vas asked, they gave a brief, 
concise ^ A^er that left little room for further inquiry. 

Students seemed to recognize this aspect of instructor 
style and to accept it because there was so much material to 
"get through." One student In microbiology commented: 

Sometimes she ignores me. She'll see my 
hand up and ignore it. Maybe she doesn't have the 
time-maybe she has something real important to 
say. . . . You can't have everything. At the univer- 
sity you're never going to ask a question. 

Information disseminators seldom reprimanded students 
who slept, did other work, or talked during the lecture. They 
usually lectured until the last minute of the class session and 
ended their lectures abruptly. They did answer stucLnt ques- 
tions after class-but briefly, as they moved toward the door. 

Student Styles, Student styles in information-transfer 
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courses differed in extent of voluntary verbal participation and 
in degree of engagement in focused classroom activity (Watts, 
1981). Most students in the attentive aiidieyice were "active 
nonparticipants''-what Mann and others (1970) called the "si- 
lent students/' Paying just enough attention to recognize points 
cued b> the instructor as important, they sat scattered through- 
out the classroom, usually not in direct eye contact with the 
instructor. They responded to the instructor's ritual beginning 
by opening their notebooks, picking up pens, and ceasing talk. 
Although they appeared to be listening, they maintained a re- 
laxed posture, gave little obvious nonverbal feedback to the in- 
structor, and never asked questions or voluntarily answered the 
instructor's questions. 

Students in the attentive audience took noti!S only when 
the instructor wrote on the board or used the most obvious pro- 
sodic cues. Their notes were brief and generally wde verbatim 
reproductions of the instructor's blackboard writings. These stu- 
dents made occasional comments to neighboring students and 
seemed to be influenced b> what other student'^ near them u'ere 
doing. They often shifted posture a.'d took notes almost simul- 
taneously. At the close of the lecture, they left quickly. 

A minority of students constituted a small responding au- 
dience that engaged in verbal and nonverbal communication 
with the instructor. The responding audience included both "ac- 
tive participants" and "passive participants." The active partici- 
pants, sitting in the front of the room, were the most thoroughly 
engaged in the lecture. They closely monitored the instructor's 
presentation and took extensive notes. They were responsible 
for most of the verbal interaction directed to the instructor, al- 
though this generally consisted of simple requests for repetition 
or clarification of content or assignments. The passive partici- 
pants, often located on the periphery of the classroom, also pro- 
vided feedback, took extensive notes, and spoke voluntarily, 
but they were more selective in their participation. Passive par- 
ticipants, though maintaining more distance from the class 
interaction than their active coiiea^ues, were nonetheless skilled 
observers, aware of both focused and unfocused activity 
throughout the classroom. 
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The responding audience seemed to fulfill a necessary 
function for the class. Considering the lecture as a dialogue be- 
tween instructor and class, it was these students who main- 
tained the class side of the exchange. In a sense, the instructor 
was speaking with them while the rest of the class watched. 
They became part of the show for the attentive audience. One 
wonders whether, if there had been no responding audience, the 
content lecture could have been maintained. If the responding 
audience had constituted a majority, however, the characteris- 
tics of the content lecture would certainly have changed. 

Classes usually included a few ''passive nonparticipants" 
who could not be considered part of either the responding or 
the attentive audience. They did not interact verbally or non- 
verbally with the instructor, took few notes, and in general paid 
little attention to the lecture. They might sleep, doodle, or com- 
municate with other students. However, their behavior was tol- 
erated because it did not interfere with the focused activity of 
the lecture. 

Variations in Class Activities. Sometimes the instructor in 
an information-transfer class de\iated from the content lecture. 
Variations in activity involved anecdotal lectures, audiovisual 
presentations, and large-group discussions, each of which re- 
sulted in changes in instructor and student roles that affected 
classroom literacy. 

When infornnation disseminators moved to more anec- 
dotal lectures, they assumed the role of entertainers. They 
usually moved away from the blackboard and lectern toward 
the students and looked more directly at the class. The prosodic 
characteristics of their speech became more dramatic, and hu- 
mor was introduced. The instructor in a general business course, 
for example, frequently changed from his clear, emphatic, and 
rathei authoritative coruciit-lecture delivery to a "story mode.** 
His voice dropped quite low and was relatively clipped and 
quick-paced. 

The story mode seemed to serve various functions for in- 
structors. Stories were often told to illustrate the lecture con- 
tent, to ease anxiety, or to establish better rapport with the 
class. Because an abrupt change into the story mode could cap- 
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ture the students* attention, a story might also be told as an in- 
direct response to potentially negative or unwanted classroom 
behavior, such as late entry, early departure, or unwanted dis- 
cussion. Overall, anecdotal lectures seemed to facilitate the in- 
formation-dissemination style of instructors. Shifting between 
lecture and story modes tended to keep instructors talking and 
students listening. 

Some anecdotes related more directly to the course con- 
tent and some less. Degree of relatedness was associated with 
variations in the listening behavior of the attentive audience. 
During the most related anecdotes, students sat back in their 
seats and stopped taking notes, but they still held their pens and 
looked intently at the instructor, often offering more nonverbal 
feedback th«n during the content portions of lectures. When 
anecdotes were less related, students put dow^n pens, shifted 
into very relaxed positions, looked around the room, and even 
talked with neighbors. 

Information disseminators also used audiovisual lectures 
occasionally. During such lectures, instructors changed location 
and stood in the student portion of the classroom, facing the 
front with the students. They did no writing and spoke in a less 
highly cued fashion. This lecturing style fell between the anec* 
dotal and content lectures in formality and prosodic character- 
istics. Students maintained a relaxed position, as they did for an 
anecdotal lecture, and usually took no notes. They regarded 
audiovisual lectures in a casual manner and in interviews often 
spoke of these events as minimally useful to their classroom ex- 
periences. In microbiology, for example, most students did not 
take notes when the instructor used overhead transparenci< ^. 
They looked at the screen and their own handouts but did not 
write on their copies. One student explained, "If it's too hard 
for her to draw on the board, we won't have it on a test." 

An audiovisual lecture in an American history course pre- 
sented an extreme case of student inattention: 

He puts a transparency on the overhead at 
about 10:30. Clare gets up to turn off the light. 
The instructor is barely audible now in the back of 
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the room. His voice has to compete with the fan 
motor on the projector, the air conditioner, and a 
movie in the next room. One roiv up and two rows 
over, Jean and Mary seize the opportunity and be- 
gin an animated conversation. The instructor puts 
on another transparency at 10:40. Five heads arc 
down on desks, presumably asleep. At 10:42, the 
first of five students to eventually leave the lecture 
walks out. Clare pokes me in the arm and points to 
sleepy Don, two people up from me. His head is 
bobbing dangerously backward and forward. At 
one pomt, he comes so far back that his head al- 
most falls on Theresa's books. Clare, John, Betty, 
Theresa, and I are all watching him intently to see 
which way he'll fall. Even Michelle comes out of 
her novel to watch. Finally, his head plops down 
on his own desk with a small thud— out for the 
count. We all chuckle. Michelle returns to her 
novel, and the rest return to their work sheets. The 
room is still dark at 10:50, and the instructor is on 
his third or fourth transparency. 

When instructors presented audiovisuals without lectur- 
ing, student participative styles were similar. As the general con- 
tent was repetitive of lectures already given, the audiovisuals 
seemed to serve a supp)*;mentary oi illustrative purpose. Instnic- 
tors showed films, videotapes, or slides simply as a way of vary- 
ing the class sessions. Use of audiovisual forms of presentation 
may have served a secondary social function by softening the 
infomiation-giver/rc:eiver relationship of teacher and student. 
The instructor often sat with students during the presentation 
and afterward could talk with them as a fellow information re- 
ceiver, sharing reactions and interpretations. 

The large-group discussions that occurred in the informa- 
tion-transfer classroom were "discussions" only in outward 
form. Although participants called these events discussions, stu- 
dents' contributions were minimal and highly structured. The 
instructor controlled the flow of the exchange, which usually 
resembled the triangular pattern that Mehan (1978) and his 
associates have described as typical of elementary instruction. 
One student seldom communicate J di.ectly with another; rather. 
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most communications flowed exclusively through the instruc- 
tor. Very few students participated, a fact that further qualifies 
the use of the term group discussions to describe these events. 
Most students treated this event much like an audiovisual pre- 
sentation. They sat back, casually following the flow of activ- 
ity but taking no notes. Only a few active participants spoke, 
making themselves part uf the perfurmance passively observed 
by their classmates. 

The information-transfer course was oriented toward ef- 
ficient communication of specific facts from instructor to stu- 
dents. Teaching and learning styles reflected this one-way trans- 
fer of low-level knowledge, and all aspects of the classroom 
context facilitated this goal. 

Vocational Lab Courses 

As previously noted, not all classrooms at Oakwood fit 
the foregoing description. A minority of courses were more 
l^ik-oriented and involved more active student participation. In- 
cluding technical and clerical courses as well as selected courses 
in the arts and sciences, these were labeled "vocational lab 
courses" because they were job-specific and focused on "labora- 
tory"-type applied projects. Not all courses designated as voca- 
tional in the catalogue were of this type; many were oriented 
toward information transfer. Similarly, some courses involving 
laboratory* activities did not fit this category, because they used 
hands-on experiences more for illustrative purposes than to de- 
velop vocational skills. 

The relatively few courses at Oakwood that were both 
Vocational and lab-oriented had their own characteristic settings 
and unique styles of teaching and learning. These classrooms 
were activity- or equipment-oriented. In some instances, the 
shape and size of the lOom correlated with the nature of the 
tasks. Equipment and furniture were distinctive. An automo- 
tives class, for example, took place in a high-ceilinged garage 
where activities centered on a changing assortment of cars and 
trucks. 

Vocational lab classes met for long class periods of several 
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hours. E*xh lab session was a complex event with many sub- 
events embedded within it. These events varied for each stu- 
dent. In addition, activities varied greatly from day to da\. Be- 
ginnings and endings were often \ague and drawn out. Because 
activities were individual and task-dependent, students did not 
start and stop together. The students arranged themselves in 
loosely structured work groups in order to facilitate role assign- 
ments, communication, and sharing of written materials and 
equipment. 

As students worked on assigned tasks, they interacted in 
small groups, independent of the instructor. When the instruc- 
tor did interact with a group, it was usually at students' request. 
Only during test situations did the instructor initiate a more 
drill-like arrangement b> requiring each student in a group to 
demonstrate proficiency at a task. 

In vocational lab courses, the instructor's style was that 
of a "guide" or a "resource" for students, who became *'work- 
ers." As the instructor in an office machines course said, "Re- 
member, girls, this is a job. Your pay is the skill you take 
home." Circulating throughout the classroom, the instructor re- 
sponded to students' needs, answered questions, demonstrated, 
explained, questioned students, or evaluated their perfor- 
mance. Rather than following a preset agenda, activities were 
often spontaneous, responding to the specific needs of students. 
In interactions with students, instructors emphasized not only 
skills and knowledge related to the activity at hand but also atti- 
tudes and more general sociocultural competencies associated 
with the work environment being simulated in the classroom. 

The following description of the office machines class 
illustrates the teaching and learning styles in a vocational lab 
X ourse: 

When I arrived, most of the students were al- 
ready seated at their machines and had started 
working. . . . Ms. Krono was demonstrating to stu- 
dents working on the editing typewriter. She said, 
"If youVe read the book, and I hope you did, 
you 11 recognize this/' Before she sta\ted demon- 
stating to the editing typewriter section, she col- 
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lected materials for the duplicating section and got 
them started. As Ms. Krono was explaining to the 
editing typewriter group, Lois noticed something 
on her Executive typewriter and called all the oth- 
er women around her, plus Fay. . . . Meanwhile, 
Laura had jumped up to help Lucy three times. 
She tried verbally to explain, first, but this didn't 
work; she had to get up and explain it to her. . . . 

In the transcription area. Sue Ellen told 
Veronica, "No, it's i before e except after c." All 
three of them compared their letters for style. Sue 
Ellen said, "I know. Doesn't it look like it should 
be down a little farther?" The folder that accom- 
panied the tape that they type from explains 
whom the letter was from, the letter style, sug- 
gested margins, the date on which it was to be 
typed, and so on. 

Three of the duplicating girls looked for ma- 
terials. They were illustrating and typing poems to 
duplicate on ditto. At 8:25, the instructor became 
aware that the transcription girls were having prob- 
lems. Sue Ellen's tape was erased halfway through. 
Ms. Krono said, "Okay, girls, what's your prob- 
lem?" She Investigated. 

Meanwhile, Faye and Rutli were quizzing 
each other ' — ' the parts of the ditto machine with a 
diagram, since the ditto was broken. . . . 

Instructor Styles. Instructors in vocational lab courses 
had a ver> direct, straightforward style of complete accessibility 
to students at all times. Their primary role was to demonstrate, 
explain, and help students solve problems for themselves. In one 
automotives course, for example, the instructor assumed an ad- 
vising role. He was there to answer questions and to provide as- 
sistance with special problems students might have. If there 
were no questions, he would not demand anything until i^ vas 
time to check students' work for credit. Most of his advice was 
in the form of a demonstration or in working with a student to 
solve a problem. In one microbiology course, the instructoi's 
style in lab differed from her style in lecture. One student com- 
mented, "In the lab, she's interested and answers questions. . . . 
She's a little more laid-back and more easy. I guess that's be- 
cause she's working more with students." 
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Student Styles. Students in their role as "workers" were 
expected to take on much responsibility. Assignments were 
vague but implied, evaluations passive but watchful. Instructors 
emphasized ^'independence" in student behavior. As one stu- 
dent in an advanced psychology lab commented, "I realized 
that the teacher, although an extremely nice, fun guy, was de- 
termined to make the students do everything themselves." 

In occupational lab courses, students often seemed to be 
more intrinsically motivated. For example, in the automotives 
course, everybody enjoyed working on cars; students showed 
pride in workmanship and strove for thorough knowledge of 
what they were working on. They enjoyed the ample time pro- 
vided to work on cars as well as the facilities where they worked. 
They had great respect for the instructor's knowledge and en- 
joyed his attitude and his treatment of them. The students 
seemed to gain strength from being in a program where they 
could escape to the solitude of the garage and where they were 
treated fairly and were allowed to share knowledge freely. 

In some labs of information-transfer courses, however, 
students' orientation toward the course made the worker role 
less acceptable. In microbiology, most students were taking the 
course because it was required in a nursing program. The labs 
did not deal with skills related to their goals. Very few students, 
if any, had an interest in laboratory research. Consequently, 
the lab took on a different function: It served to illustrate the 
information presented in lecture. Although students did *\vork" 
in groups on lab activities, using the instructor as a resource, 
their performance was not critical. Evaluation came from lab 
quizzes, which relied on the instructor as information dissemi- 
nator. In experimental psychology, which war. also oriented 
tovvard information transfe*", students balked at the instructor's 
insistence on student independence. They seemed to find this 
expectation unfair: 

The instructor hasn't explained assignments 
thoroughly. ... I don't feel he taught us well. I real- 
ly had to teach myself. 

In the true vocational labs, student-to-student interaction 
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became highly important and was perhaps the most critical stu- 
dent strategy for learning. Several types of interaction among 
students were observed in work-group sessions. The first type 
was "showing how." Students serv ing as resources would demoi»- 
strate a procedure or check out someone else's equipment to 
find the source of a problem. In "telling how," the resource per- 
son might explain a procedure rather than do it or might offer 
an interpretation of written or oral instructions. Students also 
"monitored" other students' work. They watched while some- 
one tried to perform a task and caught the other student when 
he or she made a mistake. Sometimes they monitored verbally 
by asking a series of questions such as "Did you check the 
plug?" "Did you adjust the bottom dial?" More complex pat- 
terns of interaction were also observed, such as "explaining 
while demonstrating" or "expla;- ing while watching" someone 
else perform a task. Finally, in "mutual monitoring," two stu- 
dents might go through a procedure simultaneously until their 
actions diverge 1. Then they would try to resolve their differ- 
ences. 

Variations in Class Activities. Laboratory sessions some- 
times included demonstration drills and demonstration lectures. 
During a demonstration lecture the instructor took on the style 
of a "model" of appropriate skilled behavior. The students be- 
came "vicarious participants" who watched intently but gener- 
ally did not ask questions or take notes. During dernoristration 
drills students were required to manipulate concrete objects or 
equipment for the instructor. Such a demonstration drill was 
the basic form of evaluation. 

As f'lr as evaluation is concerned, Mr. Knight 
has a checklist with everyone's name on it and col- 
umns running across the top indicating the work 
done. Everyone is responsible for one single-barrel, 
two two-barrels, two four-barrels, an idle adjust- 
ment by ear, and an idle adjustment with the infra- 
red. This is a hell of a lot of work, and this includes 
finding the carbureter to use, whether it means 
taking it off your own car during class or doing 
other people's. A carburetor is considered done 
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when the things I have already mentioned have 
been done, plus all of the external adjustments. 
These adjustments are described in various service 
manuals and on the specifications sheet included 
with the carburetor kit. Mr. Knight considers these 
adjustments of prime importance and is carefully 
monitoring each guy's work. 

The vocational lab course, then, focused on the accom- 
plishment of defined tasks within a simulated work environ- 
ment. Teaching and learning in this type of class were assisted 
by the environment a veil as by the ongoing informal inwerac- 
tion among students and between instructor and students. 

Basic Language Skills Courses 

In contrast to courses oriented toward information trans- 
fer or task performance, a small number of courses were de- 
signed to develop basic language ikills. Because these courses en- 
rolled a preponderance of nontiaditional students, they empha- 
sized the development uf classroom behavior and attitudes con- 
sidered appropriate for college students. 

The physical setting for oasic language skills courses was 
student-oriented. Although the classrooms were similar in size 
and shape to the rooms used for information-transfer courses, 
the furniture was flexibly and irregularly arranged. Students, 
sitting at desks or tables, clustered together according to such 
attributes as ethnicity, age, sex, and interest. These clusters be- 
came multiple foci for classroom activity. The front of the 
room, a center of attention in information-transfer courses, was 
often ignored in basic language skills courses as instructors 
moved about in the students' space. 

Basic language (and some math) skills courses met as 
often as four or five times a week and occasionally for sessions 
as long as those in the vocational lab courses. Some basic skills 
courses began with an activity involving the whole group, such 
as an anecdotal lecture or a drill, but most commonly several 
events occurred simultaneously, and transitions between activi- 
ties were not clearly marked. The instructor might conduct a 
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text-dependent drill with one group while other students 
worked individually or in small groups with tutor assistance. 

When instructors initiated interactions with student 
groups, they required each student to respond individually 
while the rest of the class listened. This arrangement, which has 
often been found in elementary schools, occurred at Oakwood 
only in the basic skills courses, where it dominated class events 
whether these were labeled recitations, drills, or discussions. 

The dependence of students on their instructors was 
underscored both by the drill activity and by the variability of 
the simultaneous events occurring in the classroom. In contrast 
to information-transfer courses, where patterns were predict- 
able, students in the basic language skills classes neither con- 
trolled their own participation nor were able to predict what 
would happen next. The following excerpt, describing an inten- 
sive English as a Second Language course, illustrates the group 
learning and teaching activity of the basic language skills courses. 

I arrived at the classroom at about 1:00 
P.M. The students were working in three groups, 
and at times the noise level got very loud. This was 
especially true when several groups weie working 
on oral exercises. One section of seven students 
was writing sentences from the cards. The cards 
were pictures of different things that are found 
around the home. On one side of the card, which 
was about 8V2 X 11, was the picture, and on the 
other side was the same picture, but the name of 
the thing was also printed— for example, cabinet. 
The aide held up the card, then asked the student 
what the thing was. The student was then asked to 
say what the thing was used for. These cards con- 
sisted of items such as television, stairs, telephone, 
teapot, desk, or lamp. 

Another section was working from their 
workbooks. These six students were writing the 
exercises that deal with where people get services, 
such as the bank, general store, post office. In 
these exercises, the students copied an example 
from the workbook, and then they filled in the sen- 
tences like the examples. During these exercises, the 
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aide circulated among the students and corrected 
them as the student finished the exercises. 

The third section was working on verbal 
communication. They were practicing speaking the 
"I ams." The conversation would involve a student 
doing something and saying what he was doing. 
Don got up and walked around his desk. He then 
stated, "I am walking around the desk." The stu- 
dents in the group then responded, "You are walk- 
ing around the desk." Some of the other examples 
used were **I am talking"; **I am sitting at the 
desk." 

The three groups continued working on the 
above exercises until 1:45 P.M. They were then 
given a break. At 2;00, a counselor came, and he 
was going to work with the students who needed 
to fill out their financial aid packets. 

In basic language skills courses, all students were obliged 
to participate and v.ere constantly supervised. Instructors were 
interested in socializing students by getting them to perform ap- 
propriately in the classroom. To accomplish their objectives, 
instructors in language skills courses took on the style of direc- 
tors (or, as Mann and others, 1970, might say, "socializers"), 
while students became obligatory respondents. 

Instructor Styles, During guided workbook activities, for 
example, the instructor would briefly introduce the skill to be 
practiced and then call on various students to read introductory 
materials, examples, and problems from the class workbook. 
After a student had spoken, the instructor would repeat and 
evaluate the answer, sometimes writing the correct response on 
the blackboard. Although instructors sometimes called for vol- 
untary responses at the beginning of class activities, eventually 
they began to call on all members of the group. Instructors 
might stand at the front of the group but would be careful to 
have eye contact with each member, perhaps walking among the 
students, sitting close, or directing a specific glance. Instructors 
were often aware of the verbal and nonverbal behavior of each 
group member and watched tu see whether individuals wrote in 
their workbooks at appropriate times. 
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Studen Styles, During drills, students, as obligatory par- 
ticipants, followed in their workbooks as the instructor and 
other students spoke. When answers were given and were evalu- 
ated by the instructor, the students would transcribe or copy 
these into their own workbooks. Students had to follow the 
verbal interchange carefully not only to be able to write correct 
answers but also to be able to respond appropriately when th.ir 
turn came. 

Variations in Clo^s Activities. Even activities during which 
students completed worksheets and workbook pages included 
social elements and reflected the same teaching and learning 
styles as drill activities. Students sat in groups and talked with 
other students and with tutors who initiated and structured 
much of the ij.leraction. 

Small-group discussions also illustrated the instructors' 
objective of socializing students and their greater emphasis on 
affective objectives. Instructors regularly engaged students in 
group discussions, telling them the activity would help them be- 
come more **considerate," **toIerant," and "responsiblc"-all 
aspects of appropriate classroom attitude and behavior. On one 
occasion, when the students did not stay on topic and could not 
express clear opinion.*:, the instructor gave the class a lecture on 
"civic responsibility." Students in basic language skills were 
aware of the affective objectives behind discussion activities. 
Some seemed to accept this purpose as legitimate and became 
active participants, while others did not vaiue the group discus- 
sions and participated only as required. 

The basic language skills courses, though ostensibly ori- 
ented toward developing reading and writing skills, showed a 
strong focus on socialization. Both teaching and learning styles 
seemed to indicate agreement with this implicit purpose for the 
course experience. The physical and temporal setting reflected a 
highly structured student-centered but instructor-directed envi- 
ronment. 

Summary Discussion 

We have described the typical Oakwood classroom as de- 
voted to information transfer. This designation might apply to 
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most college classrooms across (he country. In fact, poi»tsecond- 
ary education has been said to have "institutionali/.ed but a sin- 
gle mode of learning. Many teachers impart abstract knowledge, 
divorced from fceliiig and action through classroom lectures and 
discussion. Learners assume relatively passive roles" (Fund for 
the Improvement of Postsecondary Education, 1973, p. 6). A 
recent study of teaching in forty -two university and community 
college classrooms showed the instructors lecturing 65 percent 
of the time and students talking only 35 percent Qohnson and 
McNamara, 1980). A study by the Center for the Study of 
Community Colleges (1978b) found that 94-96 percent of in- 
structors in the humanities and sciences lecture for an average 
of 46 percent of class time. Although community colleges have 
advocated the use of varying media, these were seldom used, 
being regarded as supplementary . Class discussions were used by 
tlie majority of instructors and accounted for about 20 percent 
of class time. However, without qualitative data on such discus- 
sions, we do not know to what extent they represented genuine 
dialogue, rather than tlie perfunctory exchange observed at 
Oakwood. 

The existence of a few bas'c skills classes and vocational 
classes at Oakwood is also not a new revelation. Such class- 
rooms have been described in community ci liege literature be- 
fore and their unique character recognized. In addition, the fact 
that evidence of critical literacy was absent from most, if not 
all, classrooms is not surprising to those familiar with such set- 
tings. The Oakwood study, however, like the case studies of 
open-access colleges presented by London (1978), RouecIiC and 
Comstock (1981), and Shor (1980), helps to illuminate the dy- 
namics of these classrooms and explain the role that vvrit..cn lan- 
guage took on within them. 

The three types of courses described in this chapter were 
shaped by an ongoing process of negotiation between instruc- 
tors and students within an institution emphasizing open access 
and expanding enrollments. In the dominant type of course, this 
negotiation process produced a narrow focus on the efficient 
transfer of low-lc.el, specific information. The negotiation pro- 
cess had taken a different direction in two other contrasting 
course types, each of which comprised only a small percentage 
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of courses. Vocational lab courses emphasized simulated work 
experience; students learned rather specific job-related compe- 
tencies "by doing," and peer interaction and independence 
from instructor direction were stressed. In basic language skills 
courses, in contrast, nontraditional students were socialized in a 
classroom environment that in many ways resembled an elemen- 
tary school setting. Instructors directed all activities, and stu- 
dents were required to participate in social interaction. 

These three environments reflected the institution's at- 
tempt to accommodate a new clientele less oriented toward a 
traditional college education and a faculty that, either by choice 
or by default, identified less and less with the traditional role of 
college instructor. Most students were seen by themselves and 
oihers as passive recipients of knowledge, apprentice workers, 
or dependent respondents in the classroom, while most faculty 
members were viewed as information disseminators, resource 
persons, or directors. 

Within each of these classroom environments, norms of 
literate activity were estabi aed. Students came to use written 
language in ways consistent with their own goals and appropri- 
ate for a classroom :ontext. In the next chapter we turn to a 
consideration of the goal-directed, context-dependent forms of 
reading and writing that predominated in Oakwood classrooms- 
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Requirements 



Ej.tensive use of written language may be uncommon in most 
community college classiooms. A recent study of instructional 
practices (Cohen and Brawer, 1981) reported that while nearly 
all instructors used textbooks, they assigned an average of three 
to four hundred pages a semester (less than thirty pages a 
week). Fewer than a third required additional readings in out- 
side reference materials, although a majority did provide a brief 
syllabus and some handout materials in class. Quick-score objec- 
tive exams were the most common mode of student evaluation, 
along with in-c!ass essay exams. Fewer than one third of the in- 
structors required term papers or reports of any kind. 

Secondary school classrooms have apparently also dropped 
o' changed the requirements for reading and writin^ The Na- 
tional Assessment of Educational Progress (1981) has found 
that students are seldom asked to interpret or summarize ex- 
tended prose, that most tests ask only for literal recall. Not sur- 
prisingly, students' skills at the level of interpretation and sy.i- 
thcsis are decreasing. In a study of recent high school graduates 
in Florida (McCabe and Skidmore, 1982), fewer than half the 
students reported using a library more than five times in high 
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school or taking more than five essay tests. Fewer than one in 
six reported being required to read more than fifty pages a 
week. These students did not expect greater demands as they 
entered postsecondary education. 

Our observations in Oakwood classrooms indicate ^ simi- 
lar restriction in reading and writing. This chapter describes 
Oakwood students* use of written language and points out che 
characteristics that distinguish it from the type of reading and 
writing we advocate ^s necessary fur the development of critical 
literacy. 

Collecting data on classroom reading and writing was not 
an easy task. Because so much of the reading and writing was 
embedded integrally into ongoing activities, it was often over 
looked by students and instructors alike. For example, when 
asked whether any in-class writing occurred, many students said 
no until directly questioned about taking notes. Then they 
would agree that they did in fact write in class. Similarly, at 
first students said they never read the textbook but then, on 
probing, described how they used the text in studying for test i. 
For our purposes, we explain this almost unconscious use of 
reading and writing by considering these uses of written lan- 
guage "operations, * which occur in the service of goal-directed 
activity and arc not themselves the subject of much attention 
(Leont'ev, 1974). 

The operations we observed in Oakwood classrooms can 
be described along a number of simple dimensions borrowed 
and freely adapted from available sociolinguistic fr^m'^works 
(Hymes, 1964). Channel refers to a medium of communica- 
tion and is used to distinguish among operations invuLing writ- 
ten language (reading and writing), oral language (listcni.ig and 
speaking), and nonverbal communication (observing and manip- 
ulating). Operations can also be distinguished by whether they 
Involve producing or receiving information. By cross-classifying 
these two dimensions, we catalogued as follows the communi- 
cations we observed in Oakwood clasfooms: 

• Productive written— v/uting 

• Productive orfl/— speaking 
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• Productive no7ii;er6a/— manipulating 

• Receptive ztrnV^^n— reading 

• Receptive ora/— listening 

• Receptive nonverbal— ohscrvinQ 

We used these categories to identify the classroom activi- 
ties that involved the use of written language as an operation. 
Once identiticd, writien language use could be further cate- 
gorized using two other dimensions: the form in which language 
was presented, from discrete to continuous; and the degree of 
cxplicitness of the cues provided to meaning, from very spe- 
cific to very general. Using these dimensions, two maximally 
contrasting categories of wTitten language use cculd be de- 
scribed. 

The first of these we termed texting, Texting involves the 
use of reading and writing to comprehend or compose con- 
nected language without the assistance of specific cues. Exam- 
ples are reading a textbook chapter to gain an overview of the 
important events of the 1920s and writing an essay that argues 
for or against capital punishment. Texting represents a tradi- 
tional (liberal arts) view of the type of written language use that 
colleges should promote and should expect their students to 
demonstrate. Consistent with this traditional view, the students 
we interviewed described themselves as "really reading" and 
"really writing" only when they were dealing independently 
with connected language. 

In contrast to texting were oper?.tions we designated as 
bitting. Billing was the use of reading or writing to understand 
or produce fragmented language when presented with ..pecific 
external cues. Students were bitting when the> read and copied 
from the blackboard a list of names that the instructor pointed 
to and identified as important and when they later recognized 
these names on a multiple choice test. They were engaged in a 
somewhat more independent form of bitting when they skimmed 
a textbook to find answers to study -guide questions in piepara- 
tion for a multiple-choice test. Bitting might involve either con- 
nected discourse (a textbook) or disconnected discourse (a list 
of names or definitions). In both instances, however, an infor- 
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mation source was used tu obtain fragments of meaning, and 
strong external cues were presefAt. 

The reading and writing observed at Oakwood approxi- 
mated bitting closely enough to justify the generalisation that 
bitting had become the norm for classroom written language. 
This was true in each of the three course types identified in 
Chapter Three, although there were unique characteristics of 
literacy in each setting. 

Rv*ading and Writing in Three Types of Classrooms 

Information-Transfer Courses, In information-transfer 
courses, notegiving and notetaki**^ were the characteristic read- 
ing/writing behaviors that facilitated one-way communication 
from instructor to students. Written language was a tool to help 
this interaction run more smoothly. Instructors used written 
language in class to make their presentation accessible to the 
whole group and to support their position as the single focus of 
attention. Students' use of written language in notetaking kept 
then, in the rule of receptive audience. 

Students reported a number of reasons for notetaking. 
Some were making a record for use in study ing ^'or a test or as a 
guide to help in reading the text. Some were just . sing the note- 
taking activity to help themsehes pay attention and to prevent 
boredom. Some simply said they took notes because the stu 
dents aroiind them did, and others admitted they had never 
thought about their reasons; notetaking was just what one did 
during a lecture. 

Even the nature and arrangement of furniture and equip- 
ment facilitated the use of reading and writing in the dissemina- 
tion of information. The instructor was encouraged to read 
from notes and write out key terms and concepts by the easy 
availability of a lectern and blackboard space. The writing arm- 
chairs facing the blackboard in evenly spaced columns empha- 
sized the undifferentiated nature of the group and announced 
the student's role as notetaker. 

Writing was not a factor, however, whenever storytcHing, 
audiovisuals, or discussions became the focus of classroom act v- 
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ity. Perhaps the reason was that reading and writing were not 
considered appropriate for these supplementary activities or 
that these forms of interaction were thought of as peripheral to 
the main goal of the course, information transfer. 

Outside class, students used written language only to pre- 
pare for in-class examinations, most of which were multiple- 
choice tests requiring literal recognition and recall of specific 
information. Though working I Jependently, the students re- 
lied heavily on cues to importance given by instructors during 
lectures, as well as in written study guides. Students typically 
read their textbooks once through in a casual fashion to get an 
overall feel for the chapters or just to "get through" them. 
Then, when they studied tor tests, they used notes, handouts, 
and textbooks in a skimming fashion in order to prepare to rec« 
ognize specific information on multiple-choice tests. They could 
expect that few, i, any, test items would require them to ana- 
lyze, synthesize, or evaluate the information. 

An analysis of the written materials used in information- 
transfer classes at Oakwood revealed the extent to which these 
materials were oriented toward bitting. In fact, many of them 
would have been difficult to "text." However, even in classes in 
which materials did seem suitable for texting, students read 
them in a texting manner only during the early part of a semes- 
ter. As the semester progressed, intv^rvis^ws suggested a decreas- 
ing incidence of independent texting even by the most active 
participants in a course. Students soon discovered that tests 
could be passed with minimal reading. Thereafter, they did only 
the necessary bitting. 

A small number of students did use reading and writing 
more elaborately in a "texting' fashion. When they took notes, 
they often tried to restructuic and rewrite board notes in their 
own way. Because these few students read the relevant sections 
of the textbook before ^ lecture, they usually constituted the 
small responding audience in the classroom, prepared to answer 
and ask questions. The student in this responding audience 
used reading and writing to aid .he acquisition of knowledge 
that they found interesting and valuable. Many of them enjoyed 
the process of learning itself and so gained satisfaction from 
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carrying out reading and writing activities that they associated 
with a student role. However, because these students were in 
the minority, the literacy norms negotiated in Oakwood class- 
rooms reflected not their style but the far more restricted "bit- 
ting" style of the majority in the attentive audience. 

Baste Language Skills Courses. In basic language skills 
courses, reading and writing occurred within the social c( ntext 
of guided interaction. Instructors as socializers in a directive 
role did not want students to waste time on activities geared to 
information transfer, nor did they wish to require students to 
engage in much reading and writing outside a social context. 
The students, for their part, also preferred to do their writing 
and reading in the classroom under the instructor's direction, 
because they were unfamiliar with the content, form, and f^^nc- 
tion of the reading and writing tasks in which they were en- 
gaged. 

Typically, all course work was completed during class 
time. Reading and writing were used in completing workbook 
exercises and in drills conducted within a group setting under 
instructor or tutor guidance. Students were seldom asked to 
deal with more than a phrase or a brief sentence at a and 
their use of written language was constantly monitc The 
student-centered arrangement of the classroom and the variable 
use of time facilitate J this directed, social variety of literacy. 

Vocational Lab Courses. In vocational lab courses, read- 
ing and writing were used whenever they contributed to the 
work being done. Students referred to manuals and written in- 
structions as they tried to carry out tasks. Often, students 
shared their interpretations of the instruction^ nd discussed the 
application to the current problem. The written word uas a tool 
but seldom the final authority. 

Vocational labs seem to operate largely according to an 
oral tradition-but an oral tradition supplemented ly the se- 
lected use of written language. One researcher's description of 
the auto motives class he observed illustrated this poinc: 

We followed the service manual and were 
able to do most of the adjustments. However, 
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when troubles occurred, we fell back on more in- 
tuitive modes of work. Final adjustments were 
made by ear and feel rather than by what we had 
read in the manual. Taking this kind of written ad- 
vice is all well and good, but the final verification 
or trust is ultimately put in how things sound or 
look. There is a whole set of criteria that will final- 
ly satisfy a good mechanic, b'U these things are not 
easily presented in written form. 

To do well, a student in such a tradition has to be able to 
read, listen, observe, and share experiences with other students 
and the teacher. After a time, it becomes evident to learners 
that they will heai, see, or read important aspects of required 
knowledge a great number of times. With patience they will ob- 
tain the information as long as they are paying attention, with- 
out need for much use of written language. 

''Bitting" in the Classroom 

Although reading and writing were common activities in 
Oakwood classrooms, the use of written language was restricted 
in the way it was carried out and in the functions it seemed to 
serve. This minimal use may be typical of the extent to which 
written language use in open-access colleges is coming to resem- 
ble uses found among the general public, in contrast to the uses 
traditionally associated with higher learning. 

First, the reading and writing that occurred were not of a 
type that could be used to communicate information by itself. 
Instead, reading and writing were used along with oral language 
and contextual cues and occurred as part of social interaction. 
This multimodal characteristic of literacy has been described as 
a primary aspect of modcr-i society. Ong (1980) described the 
"secondarily oral tradition" we live with today. In a secondarily 
oral tradition, no single channel of communication is empha- 
sized; people seek to transfer information b> repetition and 
multiple modes. Dubois (1980) asserts that the greatest chal- 
lenge for linguists today is to understand this current norm, the 
joint use of written and oral language. 
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Nor is the social-contextual integration of written lan- 
guage that we observed unusual. Heath (1982) found, in her 
study of literacy in heme settings, that although the cummunity 
was considered literate, most of the reading and writing oc- 
curred during social interactions. Reading and writing almost 
never stood alone. Individuals did virtually no solitary reading 
exG'ipt when elderly men and women read their Bible alone. 
Heath also eported that families' literacy habits did not match 
those usually attribured to fully literate groups. Parents did not 
read to their children, encourage conversation about books, or 
write or read extended pruse passages. Reading was not an indi- 
vidual pursuit, nor wjs it considered to have intellectual, esthetic, 
or critical rewards. 

A third characteristic of the written language we observed 
was its disconnected form. Most of the writing produced by stu- 
dents and much of what they read was presented in discrete 
words and phrases. However, this characteristic in itself may not 
be alarming. Scribner and Jacob (1980), Mikulecky and Diehl 
(1979), and Jacob and Crandall (1979) all report the abbrevi- 
ated nature of most writing used in job settings. As in the Oak- 
wood research, these researchers found that people often failed 
to report much of the reading and writing they did because it had 
become so integrated into everyday tasks and also because its 
form did not fit their conception of "real" reading and writing: 

Literacy activities may involve reading and 
writing short-term notes and messages, filing and 
retrieving information from documents to answer a 
short question over the telephone. These would rare- 
ly be identified as literacy activities by people per- 
forming them, yet they require reading and writ- 
ing, and, m fact, they occur frequently during the 
workday. It is these kinds of activities which peo« 
pie often discount as "not really reading'* [Jacob 
and Crandall, p. 3, n. 3] . 

Of course, we were obsen ing in an academic setting, not in the 
job environment, where the uses reported by these authors seem 
much more appropriate. 
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Bits of written language can be used as part of thought- 
ful, autonomous activity. Individuals often do use pieces of lan- 
guage as input as they go about creative problem solving, critical 
evaluation, and a search for holistic meanh^gs. This realization, 
however, brings us closer to the source of our discontent with 
the reading and writing we observed at Oakwood and with 
much of what is reported in other educational settings. 

The information communicated through written language 
remained as bits of isolated fact. It was not integrated or ana- 
lyzed to achieve more holistic meaning. The college students we 
observed did not read textbooks to grasp both major themes 
and supportive detail, nor did they listen actively and critically 
to lectures and record comprehensive notes. Oakwood students 
were not required to synthesize, analyze, or evaluate informa- 
tion from texts and lectures. Instead, they learned discrete 
pieces of information in order to recognize or reproduce them 
intact on objective exams. 

In addition, student reading and writing were highly de- 
pendent activities, shaped by the general nature of students' 
roles in the classroom. The most typical form of social interac- 
tion involved students sen ing as attentive audience, and in uiis 
situation sttidents used reading and writing as part of passive, re- 
ceptive activity. Concurrently, in the basic language skills 
courses, reading and writing became little more than procedures 
that students perform ed under the direction of watchful in- 
structors. Only in tnc loss numerous vocational lab courses did 
the use of written langua^je acquire any degree of independence, 
although it was quite minimal and was integrated into the ''job" 
activities of the "worker" students. 

In many classrooms, written language was in danger of be- 
coming merely procedural, losing its true communicative func- 
tion. Bloome (1981) described this dangei in a study of one stu- 
dent's reading behavi or in a junior high school classroom, noting 
that the student had been learning "patterns of surface-level be- 
havior that allowed her to participate in some written language 
events without necessarily having to use written language to ef- 
fectively communicate over space and time . . . she has learned 
them procedurally and not substantively" (p. 18). 



ERLC 



92 



72 



Reading and Writing Requirements 



Summary Discussion 

Community college classrooms like those at Oakwood 
might be praised for their movement toward a more modern, 
relevant use of written language as part of multimodal, context- 
ually appropriate and socially integrated activity, as well as foi 
their adoption of efficient and abbreviated forms of written 
communication. This piai^e must be qualified, however, when 
we recogni/ce the lack of critical thinking required of students 
and the dependent role they assumed as learners. 

Tey*^'ng forms of reading and writing are vahjable pre- 
cisely be ,ause they require analysis, synthesis, and fAaiuation, 
as well as providing the opportunity for studenis to express 
original opinions. It has been through written language that stu- 
dents performed much of tiieir active learning. Now these forms 
of written language are being dropped, and no new forms of 
analytic and independent communication and information pro- 
cessing are being substituted. "^Iie result is a *'silencing" of stu- 
dent expression and a lack of opportunity for students to en- 
gage in critical thinking. What is alarming is not simply the 
change in the form of written language or a diminution of the 
amount of reading and writing. Rather, it is the use of written 
language, and all language, in a noncritical and dependent man- 
ner. 

To discover v>I:y written language operations were being 
used in this restricted way, we need to expand our discussion 
from a foe . on operations to a focus on literacy. According to 
the transactional definition presented in Chapter One, literacy 
involves the goal-directed use of written language. Not only do 
people use written language in ways appropriate to their roles 
in varying contexts, but they do so for identifiable purposes. In 
fact, in a transactional view of literacy, goals and objectives are 
key factors in explaining changes in the functions that written 
language played for students and instructors. For this reason. 
Chapters Five and Six turn to a discussion of the course objec- 
tives of instructors and the motives of students. 



CHAPTER FIVE 



2^ 

Effects of Instructor 
Objectives on Literacy 



Although the norms for classroom activities, as described in 
Chapters Three and Four, were jointly determined b> instruc- 
tors and students, instructors wcic expected to set instructional 
objectives, determine instructional methods, and evaluate learn- 
ing. There was a strong relation between how instructors per- 
formed these activities and the learning strategicb that students 
adopted. Student learning strategies, in turn, determined the 
students' conception of classroom literacy as well as their op- 
portunities to develop literacy skills. Sticht (1978), in analyzing 
job literacy in military settings, suggested that students in 
courses emphasizing psychomotor objectives engage in different 
literacy behaviors (reading to learn to do) than students in 
courses emphasizing low-level cognitive objectives (reading to 
learn the facts). Our study confirmed that course objectives and 
students' use of reading and writing covary. Therefore, a consid- 
eration of instructors' objectives is ctltical to luiderstanding 
why bitting was the norm in Oakwood classrooms. 

Course objectives refer to student behaviors that repre- 
sent the intended outcomes of the educational process-that is, 
**the ways in which individuals . . . act, think, or feel as the re- 
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suit participating in some unit of instruction" (Bloom, 1956, 
p. 12). We used a modified form of task analysis to determine 
the instructors' objectives for tiie courses observed b> our re- 
search team. 

Our analysis was based on Bloom's three-part taxonomy 
of educational objectives. The classification scheme consists of 
Cognitive, affective, and psychomotor domains. The cognitive 
domain comprises six levels pertaining to **the recall or recog- 
nition of knowledge and the development of intellectual abilities 
and skills." The affective domain comprises five levels related to 
"changes in interest, attitudes, and values and the development 
of appreciations and adequate adjustment." The psychomotor 
domain comprises six levels concerned with manipulative skills, 
motor skills, and acts requiring neuromuscular coordination, 
ranging from reflex movements to skilled movements and non- 
discussive communication (Krathvvohl, Bloom, andMasia, 1964; 
Harrow, 1972). Following classification of each objective into 
one of the three domains, objcUives were further classified b> 
level. Levels are arranged in an ascending order of difficulty, 
with one representing the lowest, or easiest, level. 



Instructors' teaching styles were related to their empha- 
sis on the various types of objectives. Instructors who concen- 
trated on cognitive objectives generally took on the style of in- 
formation disseminators. Those who emphasized affective ob- 
jectives were more likely to resemble the directors we observed 
in basic language classes. Psychomotor objectives were asso- 
ciated with the guide/resource style of instructors in vocational 
lab courses. 

The course objectives of an information disseminator 
were illustrated by the comments of a history instructor: 

[I hope that] . . . the students gain a basic 
understanding of history and that they will have 
the basic information. . . . My primary method of 
instruction is lecture. I give handouts on outstand- 
ing topics, things that are particularly important. 
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The course objectives of a guide were reflected in the 
comments of a business statistics teacher: 

[I stress] . . . application of all problems in 
class using calculating equipment in real-world con- 
text and interpretation of the results from a vast 
array of problems, from a variety of business fields. 
... I begin with an overview and then I structure 
the problem. Then we do specific problems on the 
board. Then I assign them similar problems to do 
independently on their own. I use the lecture/dem- 
onstration method to designate orally what is im- 
portant for them to know how to do. 

The course objectives of a socialii^er were exemplified by 
a basic skills instructor: 

She felt that students needed special training 
to ready them for college. "They must be taught to 
notice." She further fcit a strong obligation to pro- 
vide social instruction to the students **to build 
character." Movies were shown to build character 
and teach tolerance. 

Although there was considerable variability, classes ob- 
served at Oakwood emphasi2ed cognitive objectives. This is not 
surprising, as the modal course type at Oakwood was an infor- 
mation-transfer course. Over all courses, more than 40 percent 
of all objecti^'cs fell into the first le\el of the cognitive dumain 
(knowledge), about 30 percent fell into the second and t! Ird 
levels (comprehension and application), and fewer than 5 per- 
cent were related to the highest levels of the cognitive domain 
(analysis, synthesis, and evaluation). 

Knowledge objectives involved giving "evidence that one 
remembered, either by recalling or recognising, some idea or 
phenomenon with which [one] has had experience In (he edu- 
cational process" (Bloom, 1956, p. 28). In other words, knowl- 
edge was little more than rote recall or recognition of an idea 
or phenomenon. This emphasis on rote remembering as an end 
in itself differentiates knowledge from higher levels in the cog- 
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iiiti\c domain. At these higher levels, knowledge is of little value 
unless one can use it in new situations or in a different form. 
Examples of course objectives at tiic knowledge level included 
these: 

• Recognize the following: Huguenots, Iroquois, New France, 
Jesuit missionary. King William's War, Queen Anne's War. 

• Know the number of grams of fat in a fat exchange. 

• Recognize basic statistical notations used in the text. 

• Knew the order of basic mathematical operations. 

• Recognize that raw frontier conditions caused distinctly 
American traits to develop, particularly as regards democ- 
racy. 

• Recognize the most important desirable properties of 
money. 

Knowledge-level cognitive objectives thus involved the re- 
call of "isolaLle bits of information" and, hence, were consis- 
tent with our definition of the bitting form of reading and writ- 
ing. The extensive reliance on this kvel and category of objective 
represented a trend at Oak wood supporting the ^jncerns we 
have expressed about the lack of critical literacy. 

Why So Many Knowledge Objectives? 

One factor pn moting the use of knowledge-level cogni- 
tive objectives v\as the continuing view of a majority of Oak- 
wood instructors that the primary mission of the school was to 
educate students for transfer to a four-year college or univer- 
sity. As a feeder institution, Oakwood had an obligation to 
teach the basic knowledge of the disciplines if its transfers were 
to compete successfully with sti:dents who had completed their 
first two years m a university. Concern for the success of trans- 
fer students resulted in efforts to shape the content of transfer 
courses acc*' ding to the corresponding programs **t the local 
stale university. Peihaps this emphasis on transferable content 
rather than transferable skills has been a mistake. 

A second, related factor is that many Oakwood faculty 
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members maintained strung disciplinary biases. Others have 
noted the disciplinary, as opposed to teaching, orientation of 
community college faculty members. Most faculty members in 
community colleges ha\e a master's degree in the subject area 
they teach, but few> if any, have course work dealing with their 
particular le\el of teaching, even when such programs have been 
available (Cohen and 3rawer, 1982). When provisions for in- 
service training ha\e been discussed, faculty members have pre- 
ferred courses in their subject area offered at universities rather 
than workshops on instruction or institutional issues (O'Banion, 
1971). Instructors saw their responsibilities as acquainting stu- 
dents with the worldviews created by their discipline through 
exposing them t^* its language, methodology, and basic find- 
ings. Knowledge objectives were emphasized under the assump- 
tion that if uninterested students acquired some information, 
their sensitivity to and liking for the discipline would be en- 
hanced (Kuhn, 1970). 

Knowledge objectives were also favored because of prac- 
tical reasons related to ease of presentation c^nd doct' lentation. 
The underlying problem here is lack of time, which has been 
identified as a primary concern in surveys of community col- 
lege instructors (Garrison, 1967; Kurth and Mills, 1968). Bits 
of information lend themselves readily to straightforward oral 
or written presentation in traditional lectures, audiovisuals, and 
texts. Similarly, for purposes of assessment, bits of information 
were amenable to easj-to-construct objective, machine-scorable 
test formats. In contrast, if instructors had had higher cogniti^ e 
objectives, they would have had to construct more difficult ob- 
jective test items, which are time-consuming to write and re- 
quire considerable expertise in test construction, or thought- 
provokmg essay questions, which are difficult to grade and 
involve a large time allocation. 

Furtherniore, some instructors shied away from delineat- 
ing and assessing affective objectives (despite their stated goal of 
interesting students in the subject matter) because of the 
'Vagueness** surrounding them. As Bloom (1956, p. 7) noted, 
"Objectives in this domain are not stated very precisely; and, in 
fact, teachers do not appear to be very clear about the learning 
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experiences which are appropriate to these objectives. It is diffi- 
cult to describe the behaviors appropriate to these objectives 
since the internal or covert feelings and emotions are as signifi- 
cant for this domain as are the overt behavioral manifestations.*' 
B> emphasizing knowledge objectives, instructors increased the 
efficiency of the instructional process in terms of objectives, 
methods, and assessment while accumulating concrete ev idence 
of student "learning." 

Another factor contributing to the development of knowl- 
edge objectives was the perceived lack of preparedness and mo- 
tivation of students. For example, an accounting Instructor said 
that in his ideal class he would have "students with firm back- 
ground in business and extensive readers of all materials." In de- 
scribing students as they actually were, he commented: "Stu- 
dents generally have low motivation ... the principal problem 
is homevvork-that is, getting them to do it." When asked about 
student objectives for his course, he replied: "To get through it, 
since this course is required for any business degree." 

This disappointment with students may be endemic 
among teachers in higher education. Cohen and Drawer (1982) 
cite increases in the nuiT.ber of ill-prepared students as a major 
factor contributing to faculty burnout. Logan and Van Fleet 
(1980) found that faculty members surveyed, teaching intro- 
ductory courses at the University of Tennessee, unanimously 
attributed student failure to lack of personal concern, and a ma- 
jority identified poor study habits and lack of high school prep- 
aration as contributing factors. Students, in contrast, attributed 
their failure to instructors' demands and attitudes. 

By the time many students reach the community college, 
they are socialised into memorizing a body of information 
whether or not they find immediate use for it and whether or 
not it meets any of their needs other than obtaining a grade. 
Over time, collectively, these students exert an influence on in- 
structors. For a variety of reasons, instructors and students may 
jointly "buy into" classes with low-level cognitive objectives, 
lectures, and objective tests. In fact, this ty pe of class, which we 
have called the information-transfer course, was the typical class 
at Oak wood. 
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In Chapter Two, faculty perceptions of students' chang- 
ing characteristics and their declining skills in reading and writ- 
ing were reported at length. These changes in student motiva- 
tions, attendance patterns, previous preparation, and literacy 
skills produced an evolutionary process through which instruc- 
tors altered course objectives and expectations of student liter- 
acy behaviors away from the ideal as a way of coping with a 
changing clientele. 

Instnctor Coping 

The response of faculty members to the perceived low lit- 
eracy skills of their students was to reduce demands rather than 
to require students to improve skills. Instructors had few objec- 
tives directly related to reading and writing (except where lan- 
guage use or language learning was the central purpose of the 
course). This finding was buttressed by instructors' ratings of 
the relative importance of basic skills in five areas— reading, 
writing, listening, speaking, and math. Listening skills were con- 
sidered more important than other basic skills. Only three rather 
low-level reading skills were viewed as h »ng primary impor- 
tance by the majority of faculty membc;rs interviewed, and 
most felt that developing habits of reading widely in their con- 
tent areas or increasing, interest in reading in general was not a 
primary concern for them. A similar pattern existed for writing. 
The only writing skill viewed as primary by the majority of in- 
structors interviewed was taking lecture notes. Further, over 
three quarters of instructors felt that being able to orgmize an 
essay from an original outline was not important to them. 

Reading and writing skill levels affected ihz choice of 
texts and the process of choosing them. Instructors reported 
spending increasingly more time in choosing texts, and those 
with lower reading levels were favored. They made a careful at- 
tempt to get student evaluations on textbooks. Despite faculty 
efforts, however, it appeared th.it textbooks were underutilized 
at Oakwood. An instructor in data processing reported that 
roughly two thirds of the students in classes he evaluated had 
said the book was too difficult to read. The campus bookstore 
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supervisor stated that an introductory psychology text had sold 
very poorly. Of 4,000 copies ordered, only 180 had been sold. 
The bookstore supervisor also reported that manv students re- 
sold their books and that they came back looking new. 

Faculty membeis exhibited many innovative responses to 
the demands placed on them by poorly prepared students. 
Some developed essentially remedial course outline:; or lab man- 
uals that stressed material covered in Iectu.es or in the text. 
Many reduced the amount of material co\ered or lowered their 
grading scales for tests covering reading materials. Very few fac- 
ulty members outside English course, required composition 
writing. When instructors were asked whether they themselves 
imposed writing demands or whethei they knew of any courses 
in which such demands were impo.sed, they were largely unable 
to identify courses that required any writing other than in 
multiple-choice exams. 

One English instructor alluded to the direct effect of 
poorer preparation on methods of assessment: 

What's even more ludicrous, which I think 
you would agree, is: Here we are teaching about lit- 
erature, and yet we permit them to write research 
papers on any subject that they choose. To me, 
there is such a dichotomy of thinking, if we would 
just say, "Okay, produce a paper or».'^ in the realm 
of literature"— you know why we stopped that? 
Because these students cannot handle it. We used 
to do this when I first came here. We were insistent 
that they wrote on literature. Write a research pa- 
per on literature. They cannot do it. They cannot. 

This particular instructor adapted by juiring a two-page re- 
search paper on career plaas in a course prerequisite to English 
literature: 

I guess I maintain that we should prepare 
them both for an appreciation of culture and for 
the world of work. So many of our students are 
terminal students. When in the realm of work will 
they ever need research papers? And yet, wc make 
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a big thing of it in 102. 1 maintain it should be for 
information gathering. They should learn where 
sources are. They should learn how to evaluate 
these sources and then come to a conclusion about 
what they've learned. So, I get my digs in, in English 
101. If they say to me, **I don't have a career, I'm 
just drifting," I say, "Fine. Find any career and do 
research." 

It is, perhaps, in the area of testing that we saw the most 
pervasive adaptation by faculty members. Most instructors re- 
ported that exams had changed. In an extreme reaction, one in* 
structor had done away with formal exa.as, feeling that most 
were glorified trivia exercises in which students simply crammed 
with the intention of forgetting later. Others preferred essay 
exams but, because of increased difficulties in simply reading 
students' writing, moved from essay to objective tests. 

In commenting on why faculty members discarded writ- 
ing assignments, an instructor remarked: 

Well, you can understand v . because if 
teachers have sixty to seventy stud* nt^, when are 
they going to grade them? So they lo the easiest 
thing. You look at any class that 'ills up with 
jocks, and you've got to be suspicious about what 
that teacher is teaching in relation to what he's de- 
manding of his or her students. I mean ihis quite 
seriously. I'm talking about, you look at— I don't 
want to mention any particular department, but 
we who teach here know. And when certain classes 
start filling up with jocks, it's because no demands 
are made oi them, and I'm talking about liberal 
arts classes, because word gets around. Believe me, 
word gets around. 

Some instructors fashioned a lationale for deleting writ- 
ing based on its lack of functional utility for students: 

How often will a person do actual writing in 
his career? When we really stop to think about it, 
how often is a person required to write in a de- 
manding fashion when he leaves high school? Since 
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he hasn't been expected to write much in hign 
school, how many jobs require writing? 

Most instructors felt it had been necess? *y to modify ex- 
pectations; that is, they had become more "realistic'' about 
what students c .dd be expected to accomplish in the class. In- 
structors note/ that they were more prone to pitch the class 
to a lower level of students. Initially, they had not worried 
about the middle-to-lower half of the class but, rather, had 
taught so that the upper third would be comfortable and mid- 
dle students would have to reach to obtain the information. In 
making adjustments to studf^nts with lower competencies, some 
instructors felt, they were now boring their good students. 

Instructors indicated that they went over the text in class 
because the students could not handle it on their own. One 
said, "I have to do a lot of remedial work as I teach course con- 
tent. The ability level is down, so I must be more concrete and 
less abstract in teaching." 

Inspection of the number of activities that instructors 
mentioned that they used to cover each objective substantiated 
the prevalence of redundancy. Thus, instructors tended to have 
low-level cognitive objectives and to provide two or more means 
by which students could receive information. 

Instructors' perceptions of students' poor academic prep- 
aration and poor attitude toward classes mighi have led them to 
"crack down" on students for such behaviors as poor class at- 
tendance. College policies stated that instructors could drop stu- 
dents after three unexcused absences. However, very few in- 
structors did this, for two reasons. First, they showed concern 
for the students and took into ac^^ount extenuating circum- 
stances in their daily lives. Second, they wcie aware that reten- 
tion data were kept on their classes, and they preferred not to 
have a low rate of course completion. 

Administrative pressures also influenced instructors' 
adaptations of their course demands and expectations of stu- 
dents. Most instructors taugl^t a fifteen-hour load per semester. 
In social or natural science courses, assigning a writing task 
meant facing over 125 papers to grade, assuming that one as- 
signment was given in each class. Oakwood had an administra- 
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tive policy stating that assignments and tests were to be re- 
turned promptly. *Trompt" was considered to be one or, at 
most, two weeks' time. Thus, the labor involved also worked 
against writing tasks. Beyond reading for content, had any fac- 
ulty member corrected for composition, grammar, spelling, or 
other basic skills, the task would have been enormous. 

Faculty members complained of the lack of facilities 
needed for effective instruction. For example, data processing 
had less computer capacity than it needed. Classroom space was 
also at a premium. Lack of phones and of someone tc answer 
them made it difficult for instructors involved intensively with 
students, particularly in the English as a Second Lang^aage and 
developmental areas. There was inadequate clerical and opera- 
tions support. Instructors reported having to buy their own pa- 
per and do their own typing-if they could find a free type- 
writer. 

Through their influence on teaching loads, operational 
support, and the use of alternative teaching methods such as 
television and audiovisuals, administr^^^ors contributed directK 
and significantly to the decline in critical literacy in Oakwood 
courses. Chapter Eight will discuss in greater depth the extent 
of administrative influence on the decline of critical literacy in 
the classroonis. 



Student Skills and Instmctor OJjjectives: 
Reciprocal Effects 



Institutional influences encouraging th»- use of different 
instructional methods interacted with perceptions of the stu- 
dents' lack of motivation and knowledge. If students were un- 
prepared, holding a discussion was viewed as futile. In using 
instructional methods other than lecture, faculty members felt 
thwarted by their students' low levels of preparation and en- 
thusiasm. They were required to repeat coverage of materials, 
and students asked few penetrating or exciting questions. Stu- 
dents lacking minimum levels of preparation slowed down in- 
structors, making coverage of the skills and knowledge estab- 
lished as objectives problematic. 

The perceived lack of student effort, however, probably 
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resulted in part from instructional methods and objecti\es. It 
was hard to imagine a typical st ident being kindled to great ex- 
penditures of effort in the class of an instructor lecturing and 
testing for low-level cognitive objectives when the material was 
also available in the textbook. 

Because teachers saw students as representing a more di- 
verse group than before, with a larger number being of **in- 
ferior" quality , they faced pressures to reduce literacy demands. 
Most did not see their teaching role as encompassing the devel- 
opment of basic skills. The> considered themselves content spe- 
cialists who identified with their disciplines. Trying to deal 
directly with literacy and language-related issues would have 
taken a great deal of work and time with little, if any, encour- 
agement from peers or the administration. 

In many community colleges, the resistance of instructors 
in most content areas to efforts to help students acquire or 
practice critical literacy— or instructors' lack of skills for partic- 
ipating in such efforts-has presented problems of coordination 
with the developmental and English skills classes that do exist. 
Students often cannot transfer skills from one contej. t to the 
other and frequently complain that their skill work !s irrelevant 
to their needs in other classes (Arwardy and Chafin, 1980). This 
situation has led to suggestions that content and developmental 
instructors work cooperatively to promote literacy. However, if 
instructors choose not to tackle the issue head-on through such 
efforts, they have to circumvent it. As a psycholog/ instructor 
so aptly put it, "If they lower standards, then they are helping 
to perpetuate problems of incompetency. If they don't lower 
standards, then they can't reach many people. Teachers are in a 
bind." 

This instructor's comment brings into focus the horns of 
the dilemma facing instructors. On the one hand, administrators 
and faculty members often thought of "good" instructors as 
those who adapted to their students' characteristics. If students 
studied less and had more trouble reading and writing, then 
shouldn't the "good" instructor find alternative ways of deliver- 
ing content? This is what the psychology instructor was refer- 
ring to when he talked about "reaching many people." On the 
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other hand, ''good" instructors were often thought of as being 
demanding but fair. If instructors did not make college students 
"text" in reading and writing, weren't the> contributing to the 
^literacy problem" and to community wide disappointment 
with a publicly supported institution where instructors allowed 
college students to "get b> " with minimal development of writ* 
ten language skills? 

Summary Discussion 

Instructors' course objectives, then, had consequences for 
literacy in at least three ways. First, the absence of instructor 
objectives explicitly related to reading and writing created a 
paradox. Although instructors thought students should ha\e 
adequate reading and writing skills, they did not take a frontal 
tack in dealing with perceived skill inadequacy . Sjjccifically, by 
having only content-related objectives, instructors did not en* 
hance student interest, habits, oi skills related to reading and 
writing. 

If instructors do not want to have course objectives re- 
lated to reading and writing, then perhaps they cjuld treat 
reading and writing as necessary enabling skills -linked to suc- 
cessful completion of course objectives. Implementing this ap 
proach would require considerable consultation between in- 
structors and instructional designers. Alternatively, students 
could be barred from entering transfer and occupational courses 
until their deficiencies in reading and writing had been remedi 
ated. In any event, if the college does not actively seek to foster 
the development of critical literacy, who will? 

There was a second way in which the absence of objec- 
tives related to reading and writing m content courses affected 
the literacy behaviors observed at Oakwood. Teachers did ex- 
pect students to read and write, but they did not comment on 
or grade student reading or writing. Consequently, students 
used reading and writing as they saw fit. Although social con- 
ventions existed calling for reading and writing in the classroom 
(for example, notetaking during a lecture), students were not 
evaluated on the process or product. Thus, students chose when 
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and how the) would use reading and writing, with little guid- 
ance from the instructor. 

Reading and writing came to be seen as tools rather than 
as required competencies. The message sent b> instructors was 
"Vou can get b) without extensive or critical uses of written 
language." This point was underscored b> students' \iew thai 
the reading and writing the> did were not "reaP' reading and 
writing. 

Instructors could possibl> increase ihe emphasis on criti- 
cal literacy without, in turn, being overwhelmed b> the result- 
ing time demands. For instance, composing assignments might 
be copied and evaluated for writing problems b> a learning as- 
sistance center or a writing lab. Again, devc ^ping solutions will 
probably entail pooling resources. We did not, however, observe 
any concerted efforts by fa^^liy, staff, or administrators to deal 
with perceived reading and writing problems. 

The third way in which couise objectives influenced the 
nature of literacy invohed tlu pre\alence of low-level cognitive 
objectives invoking isolablc bits of iniormation, which were 
usually covered by kdures and assessed by multiple-choice 
tests. Under such circumstances, it was not surprising that many 
students engaged in efficient strategies to '*bit" their way 
through the courses. 

The following description of an information diescmina- 
tor, the modal type of instructor at Oakwood, illustrates the 
interaction among course objecti\es, teaching styles, and stu- 
dent beha\ior. The instructor. Ms. Flanders, described her ap- 
proach to teaching in the following terms: 

I'm a straightforward lecturer. The amount 
of material and the newness of the material make it 
a hard course. ... I give them study guides which 
are very detailed. 

An observer described a typical class: 

The instructor turned her back on the class 
and wrote the first entry of today's lecture outline 
on the board. Then she returned to the lectern on 
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her desk and looked it us. Everyone got quiet and 
v*re were all ready to take notes. We wrote down 
what was on the board, and then the instructor be- 
gan to lecture in her soft, soothing voice about dis- 
eases caused by certain microbes. She used the board 
often to write down more outline entries and to 
draw the structure of various microbes. She wrote 
the genus and species name of the microbes as she 
described them and what their functions were. 
Whatever she wrote or drew on the board the stu- 
dents put in their notes. This was all important in- 
formation for the test coming up. 

The instructor always stayed on the topic 
and very seldom even brought in personal refer- 
ences to illustrate a point. The few times she men- 
tioned her family or a personal experience, it was a 
surprise but always relevant to the topic. The in- 
structor very seldom asked students questions dur- 
ing the lecture. If she did, it was usually informal, 
and whoever knew the answer would blurt it out. 

...She told them outright that the text- 
book was of "high reading level and difficult.** She 
told them not to spend lots of time reading before 
they came to clabS, but afterwards. She said to 
skim the chapter, come to class, take notes, and 
then read the chapter. She also told students they 
didn't have to know so much chemistry. **Your 
textbook really gets into chemistry.*' Although she 
never directly told the students not to use the text- 
book, she did tell them, *'I will never ask a ques- 
tion on a test that I haven't covered in class.** She 
also said, "Your textbook is an aid." 

The instructor also used a study guide, and 
when she handed it out, she said, "I can guarantee 
you thiat if you can answer these questions, you're 
going to pass the course, but your grade depends 
on hew well you answer the questions.** Through- 
out the semester, before a test, the instructor free- 
ly answered student questions on the study guide. 
She gave examples of test questions and what 
names to know and not know. She also explained 
various techniques for answering different types of 
questions. 

The instructor's strategy foi' allowing stu- 
dents to succeed in her class included giving or- 
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ganized class lectures, writing notes on the board, 
telling explicitly her requirements and what she 
wanted them to know, giving a study guide over 
each unit, and going over each exam after it was 
graded. When the instructor sdw that students were 
writing only wh<xi she did on the board, she adapted 
her own notes and made them much more com- 
plete. She also said it slowed her down so students 
could keep up. 

Ms. Flanders was regarded by students and colleagues as 
an excellent instructor. She made certain that students learned 
the infuimation basic to her discipline. She recognized that the 
text was too difficult for many of her students and provided 
alternatives in her lecture and a detailed study guide. The re- 
quirements for passing the course were clearly identified and 
did not involve in-class or out-of-class •'eading or writing not di- 
rectly related to the bits of information specified. She deline- 
ated the nonessential from the essential, thereby minimizing the 
time required of students in meeting course requirements. 

Over time, faculty members at Oakwood have come to 
view their students as possessing limited academic preparation 
and have adapted by preserving disciplinary content at the ex- 
pense of literacy demands. They have preserved content by 
extensive cuing, by covering text material in class, and by con- 
structing objective exams primarily testing knowledge-level ob- 
jectives in the cognitive domain. They have adapted their re- 
quirements for reading and writing by reducing or eliminating 
the need for students to compose or read connected discourse. 
This mode of adaptation makes it clear that instructors at Oak- 
wood contributed more to the problem of literacy than to its 
solutions. Before we judge them too harshly, however, it is im- 
portant to consider the motivations of the students they faced 
each day, as well as the larger environment within which their 
classes were taught. 
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The instructor's general disappointment with students and 
their adaptation to that disappointment through lowered expec 
tations may have resulted from a conflict in beliefs, knowledge, 
and values concerning education. Students, as they interacted 
with their instructors, seemed to be operating under different 
basic assumptions about the purpose of higher education, the 
nature of the learning process, and the respective responsibili- 
ties of students and instructors (Morrill and Steffy, 1980), 
These assumptions influenced students' motives for partici- 
pating in a course and underlay the strategies they adopted to 
meet the course demands inTiposed by instructors. In this 
chapter, we describe the motives of students and the view of 
education that those motives imply. We see this chapter as cen- 
tral to our discussion of literacy at Oakwo d. The nature of 
student motives and the way the institution reinforced and re- 
sponded to those motives was a Key factor in explaining the 
lack of critical literacy. 

In developing a f. amework for analyzing student mo- 
tives, Houle (1961) idc.tified three learning orientations of 
adults— learning-oriented, activity -oriented, and goal-oriented. 
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By "learning orientation" Houle meant the major conception 
that a person holds about the purposes and values of continu- 
ing education (p. 15). Boshier (1971, 1973, 1977) suggested 
that learning orientation may vary as a function of the types of 
educational experience and the nature of a particular learning 
environment. In adapting Houle's framework to an analysis of 
the moti\es of students at Oakwood, four major orientations 
emerged (Attinasi, Stahl, and Okun, 1982). Students inter- 
viewed about their reasons for taking particular courses were 
categorized, in most cases, as requirement meeters, knowledge 
seekers, specific information users, or nonspecific information 
users. Of course, other reasons were expressed, and many stu- 
dents voiced multiple motives for course participation. How- 
ever, these four categories captured the range of motives dis- 
cussed b> Oakwood students. In addition, these motives could 
be linked with the students' parti^'pation styles in the class- 
room and their preferred uses of written language. 

Four Orientations of Student Motives 

Reqiiirernent Meeters. Requirement meeters were found 
in a!i classrooms at Oakwood and constituted the majority in 
the dominant, information-transfer class. The members of the 
attentive audience, quietly taking notes in lectures and skim- 
ming their textbooks in preparation for multiple-choice tests, 
were requirement meeters. Their strategies were adapted to the 
teaching of instructors who geared course activities to help stu- 
dents achieve rather narrow knowledge objectives. 

The goal of requirement meeters was to obtain a good 
grade, or at least an accumulation of credit hours with passing 
grades. Students with this orientation were interested mainly in 
meeting course requirements as efficiently as possible. 

Just give me what I need to know. I'll go 
home and learn it. Then Til come back and you 
can test me on it. Then Til pass. 

In addition to a pronounced focus on grades and credits, 
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requirement meeters were concerned about the amount of time 
that course work required. 

Question: What about the reading reports? 

I haven't started it yet. It won't be hard to 
do, but it is a waste of time. If it doesn't go for a 
test, it is a waste of time. 

Students' concern about efficiency was reflected in their 
view of time as a commodity. In discussing time, students often 
used phrases with economic connotations, such as "spend 
time," "time is valuable," "time is precious," and "don't waste 
time." Requirement meeters chose stud\ methods that allowed 
them to u^e their "time bank i?ccount" judiciously: 

The greatest grades I can come up with are a 
couple A's, a couple B's, a couple C*s, just because 
there's not enough time. I've seen people that 
might just work weekends. Their grades are a lot 
better, but they have a lot more time to put into 
it. So, I do really well for the time I think I put 
into iTiy classes. 

Knowledge Seekers, In contrast to requirement meeters, a 
smaller pcrcent<ige of students seemed to be knowledge seekers 
who were genuinely interested in the subject matter. They liked 
what they were learning and wanted to learn as much as possi- 
ble. 

Question: Do you like laL.^ 

Yes, it is very interesting. I like looking 
through the microscopes even if it does make my 
eyes ache. It's neat when you see what she's been 
talking about. She'll describe something, and then 
you'll see, and say, "Eureka." I found I get those 
feelings sometimes. 

Knowledge seekers, then, were intrinsically motivated 
students truly interested in learning the subject matter. As ac- 
tive participants who engaged in elaborate literacy strategies 
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and took the student role seriously, knowledge seekers made 
their presence felt. However, knowledge seekers constituted u 
small minority. The class environment was negotiated around 
the needs of requirement meeters* so that knowledge seekers, 
over time, were actively discouraged from maintaining their un- 
conventional (for Oakwood) motives. 

Specific Information Users, Specific information users en- 
rolled in courses because they expected to apply what they 
learned to some tangible and immediate objective, such as occu- 
pational advancement, job preparation, inc casing the quality of 
their life, or doing better in other courses. Such students en- 
tered classes with a clear sense of what they were trying to 
achieve as well as the personal benefits they would receive. A 
specific information user commented: 

Now, Pm faced with having to go back to 
work to supplement our income, so I thought that 
I could at least brush up on my typing and maybe 
If'arn some other skills, enough that I could hope- 
lully go into an office . . . 

As this remark illustrates, specific information users were instru- 
mental learners who viewed course work as a means to well- 
specified ends. 

Although specific information users enrolled in a variety 
of courses, they were predominant in only one type, the small 
subset designated as vocational lab courses. Their motives were 
an appropriate match for the guide/resource orientation of in- 
structors in these courses and the flexible, task-related activities 
they led. Students accepted a rather self-directed "worker'' role 
because they recognized the importance of class activities to 
their own individual goals. These students used vviitten language 
in highly selective ways; they read and wrote only when these 
tasks contributed to the objectives for which they had enrolled. 

Nonspecific Information Users. Nonspecific information 
users were also motivated to take classes because of a perceived 
link to job procurement. By acquiring or improving basic skills, 
nonspecific information users hoped to improve their lot in life. 
In Cv>ntrast to specific information users, however, they could 
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neither judge whether their goals had been achieved nor de- 
scribe how achieving their goals would lead to a better job. 

At Oakwood, students with this motive were found with- 
in the most basic of the language skills classes, especially those 
designed for second-language speakers. When students in these 
classes were asked why they were enrolled, they typically said 
they wanted to learn English to get a better job, but they were 
unable to elaborate un any i.iore specific aspects of this goal. 
When asked how they were progressing in the course, they sim- 
ply said they didn't know because their instructor hadn't told 
them yet. 

Because of their nonspecific objectives, these students 
readily took on the dependent role of obligatory respondents in 
the classroom and were open to the influence of the instructor's 
affective objectives. The reading and writing done by these stu- 
dents was limited to that carried out under the explicit direc- 
tion of the instructor within the social context of the class ses- 
sions. The use of written language was not likely to arise in their 
own goal-directed strategies, because their goals were so vague 
and abstract. 

Comparison of Motives 

These four orientations can be compared along several di- 
mensions. One dimension involves the outcomes that students 
sought in particular courses. For example, specific information 
users evaluated their success in terms of acquired knowledge 
and skills, which were subsequently applied to life, school, or 
wor!' -related tasks. Presumably, by improving their performance 
in areas of course content, they enhanced their quality of life. 
Knowledge seekers, in contrast, evaluated thei. success in a class 
in terms of gratification received from the learning process. Re- 
quirement mecters, in evaluating their success, relied chiefly on 
the credits and grades achieved. 

It was also possible to relate motives to Havighurst's 
(1976) ideas about the basic aspects of education. In Havig- 
hurst's scheme, instrumental education is education for a goal 
that lies outside and beyond the act of education. In this form. 
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education is an instrument for changing the learner's situation. 
Expressive education, in contrast, is education for a goal that 
lies within the act of learning or is so closely related to it that 
the act of learning appears to be the goal. When Havighurst's 
concepts were superimposed on students' motives for taking 
courses, it was evident that students adopting a knowledge- 
seeker orientation were concerned mainly with the expressive 
aspects of education. Specific and nonspecific information users 
and requirem^^nt meeters were emphasizing the instrumental as- 
pects of education. 

Havighurst went on to point out that instrumental educa- 
tion is an investment of time and energy in the expectation of 
future gain, whereas expressive education is a consumption of 
time and energy for present gain. This notion helps to explain 
the relation we observed between student motives and time. 
Because knowledge seekers enjoyed the process of learning, 
they experienced immediate gratification. For specific informa- 
tion users, knowledge and skills had first to be learned and then 
applied. But since specific information users usually took 
courses of immediate interest, they typically experienced only 
a short-term delay in application. 

For nonspecific information users, however, there was a 
long delay between learning something and applying it. Stu- 
dents often took several ESL courses without a clear sense of 
whether they were making progress. Their perceptions jf suc- 
cess in school depended largely on the instructor's feedback. 
Nonspecific information users defined success in terms of 
being promoted by the instructor. This is, of course, precisely 
the situation in public schools and represents one of man\ 
parallels between Oakwood and public schools \isible in b.^^^ic 
skills classes. The connection between gains in basic skills and 
acquiring a better job seemed tenuous at best. For this reason, 
nonspecific information users experienced long term delays in 
gratification. 

Requirement meeters were task-oriented, doing just 
enough to obtain certain grades or to pass required courses. Be- 
cause requirement meeters, like nonspecific information users, 
did not use the material they learned, except for passing tests, 
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they had difficulty perceiving its rele\ance to other domains 
of their life (Knowles, 1978). They too experienced a long lag 
between acquisition and application. 

Table 1 summarizes the characteristics associated with 
the four types of student motivations. 



Tabic 1. Comparison of Motivational Orientations 
Along Three Dimensions. 







Motivational Orientation 




Dimension 


Requirement 
Meeter 


Specific 
Information 
User 


Nonspecific 
Information 
User 


Knowledge 
Seeker 


Major 
criterion 
of success 


Credit/ 
grade 


Practical 

knowledge/ 

skill 


Pos'tive 
eva aation 


Self- 
gratification 


Aspect of 
education 
emphasized 


Instrumental 


Instrumental 


Instrumental 


Expressive 


Time 

orientation 

regarding 

application 

of acquired 

skills/ 

knowledge 


Long-term 
delay in 
application 


Short-term 
delay in 
application 


Long-term 
delay in 
application 


Application 
per se 
irrelevant 



Requirement Meeter as Modal Student 

Requirement meeters were the modal type of student at 
Oakwood. Their preferences established the norms for class- 
room behavior. Requirement meeters branded as odd those stu- 
dents who expressed an interest in learning more than the mini- 
mum necessary to pass a course. Requirement meeters believed 
that students who participated and invested much time in a 
course were wasting time. They also deprecated students who 
asked questions they perceived to be off the task—that is, un- 
related to exams: 

Q X i. o 
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But most of the questions the students ask 
aren't that important. Sometimes they're not even 
related to the book. 

Question: Yeah, I've noticed that. Do you 
feel like those discussions are worthwhile? 

Not really. They won't help you pac. the 

class. 

Both students and instructors seemed to value individuals 
by how they spent their time. Time was viewed by students and 
teachers alike as more important than innate ability in contrib- 
uting to grade attainment. The ''conspicuous spending" of time 
was evident in student interviews. 

[Students] liked to talk of the many de- 
mands on their time for family, job, and so on. 
Students were bragging in a way. They were saying, 
**I can pass this course and do X, Y, and Z, too." 

In a sense, requirement meeters derived status by spend- 
ing as little time as possible on school-related matters. For 
example, Samantha explained as follows why she had done 
some problems that apparently few others in the class had: "It 
looked as though I was the only one who sort of knew what 
was going on, which probably wasn't true. It was just that I 
happened to have the time to work the problems." Similarly, 
Martin thought himself something of an oddity and virtually 
apologized for having the time to read: *'Yeah, well, I read 
everything. I'm probably one of the few students who do. Well, 
I don't work, so I lead a pretty boring life." 

The way in which requirement meeters were perceived by 
students with other motives was also interesting: 

From the classes I've observed in the past, 
in this class so far people have not applied them- 
selves totally to the class. . . . They are not behav- 
ing in a manner worthy of college students. 

Question: What's a manner worthy of col- 
lege students? 
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Doing the book stuff and studies. Asking 
questions of the teacher, if I don't understand the 
inform:iLion. Doing the lab assignments the best I 
can. . . . 

Basically, you have two groups— some who 
are here because they have to be here and some 
who are here because they want to be here. At this 
point, I could almost classify them name by name. 

Covelli (1979, p. 36) compared today's community col- 
lege students to "walkers" who "in making paths . . . find the 
most economical route to their destination." He argued that 
"students will choose the best routes if their educational desti- 
nations were clear and if there were ways to detect the most 
efficient and effective means of learning." Our observations sug- 
gested, however, that students sought an "economical route" 
not to learning but to course completion. 

Eison (1981) showed that college students differ in atti- 
tudes toward grades. At one end of the continuum were grade- 
oriented students, whom we have called requirement meeters. 
At the other end were learning-oriented students, whom we 
have called knowledge seekers. 

Each of these student types demonstrated a different 
type of literacy. Using our definition of literacy as the goal- 
directed use of reading and writing within the activities of a par- 
ticular context, we can describe the literacy of the dominant 
student, the requirement meeter, as a noncritical literacy be- 
cause written language was used in the absence of well-articu- 
lated educational goals. The students' goals were not education- 
al in that they anticipated no specific gain in knowledge or skills 
but only the accumulation of credits and grades. Since their use 
of reading and writing was not guided by any need to under- 
stand and apply new learning, few, if any, opportunities were 
presented for the development of critical literacy. 

Nonspecific information users also demonstrated a non- 
critical form of literacy connected to vague educational goals. 
Although these students did expect to gain skill and knowl- 
edge, they had little understanding of what that goal entailed. 
As a result, they did not develop independent literacy strategies 
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but remained dependent un iheir instructors to direct their use 
of reading and writing. 

Knowledge seekers and specific information users, iu con- 
trast, had the potential for developing critical literacy, but nei- 
ther type was represented in signi^cant numbers in most Oak- 
wood classrooms. Each of these last two studvrnt types had clear 
educational goals in the sense that they wcac participat:% with 
the definite intent of acquiring knowledge and skills, in addi- 
tion, ciich type had an understanding of what was entailed in 
acquiring their goals. As a result, both types tended to develop 
independent literacy strategies and used reading and writ ng in 
ways that demonstrated higher levels of thinking. Instructors, 
however, seldoni reinforced or assisted these learners, concen- 
trating instea(' jn the requirement meeters ur, in developmental 
classes, the nonspecific information users. 

The contrast between the type of student who most 
influenced instaictor adaptation and the students who did not 
is illustrated by the following description of two students in the 
microbiology course taught by Ms. Flanders, the instructor de- 
scribed in Chapter 5-Nancy , a typical requirement meeter, and 
David, a knowledge seeker and specific information user. 

Nancy had purchased the textbook but said, "I haven *t 
read the book. Do you know that I haven't even opened the 
book? Not the way she lectures; I don't feel I have to." Nancy 
did not read the lab manual, either; instead, she rehed on the in- 
structor's demonstrations an*^' slides. "I like it because then I 
don't have to read the lab manual. It's faster and more to the 
point if she tells you what to do than if you sit down and read 
through this book on it." Nanc> did read and use the handouts 
that the instructor said were important, and P^ancy felt that 
notetaking was essential. However, she was very upset by having 
to write reports on technical journals. "I think it's a waste of 
time. I mean, if we were going to get some kind of grade on 
them, you don't mind spending the time if it's going to be to 
your benefil; someday you may want to read these things. But 
my time is limited. And I'm not going to get a grade. I would 
rather not waste my time coming to the library to look up some 
article.'* 
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In contrast, David read the textbook although the in- 
structor <old the class that tests would include only what had 
been covered in lectures. He said her lecture materials were 
easy, but he **liked to look at the book more/' David felt ihe 
handouts were important, and he used them extensively. David, 
like Nancy, saw notetakin^^ as an essential activity, but he added 
much extra material to the instructor's outlines. "I just put 
things down for my own, you know. Because later on in my 
own field, it'll come back." David related the class information 
to his chosen field on hi: own, and although he was not 
"thrilled with" the technical-journal assignment, he did not 
complain about it. 

David's reaction to lab was "WeVe got to know that 
stuff,'* and he was glad to be learning it. David became very up- 
set when the instructor, in response to one of his questions, 
said, "Someone's been reading the text." He was hurt because 
he felt she was disparaging him as a show-off; he said, "I sin- 
cerely wanted to know." 

Summary Discussion 

Students in Oakwood classrooms were given little oppor- 
tunity to develop the critical literacy associated with tcxting. 
Instead, they practiced a type of literacy we have termed instru- 
mental bitting. They did read and write but dealt only with 
fragrnenti^ r*^ >u. of language and were given considerable as- 
sistance in understanding the meaning of the langcMj^e that was 
used. They did not read extensively and were seldo.n called on 
to write more than a few words of connected language. Given the 
motives of students and the course objectives of instructors, the 
absence of elaborate or independent writing s.:emcd predictable. 

Written language, considered a tool by both students and 
instructors, was strongly influenced by the general characteris- 
tics of the teaching/learning process in Oakwood classrooms. 
Use of written language by students as requirement meeters was 
limited to that minimally needed to '*get by." Those require- 
ments, in turn, were set by instructors who possessed low-level 
knowledge objectives. Knowledge objecti\cs led to a focus on 
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isolablc bits ol' information. The transfer of these bits defined 
teaching in these classrooms, while the ability to recogni/.e the 
bits constituted learning. 

Instructors built their teaching around knowledge objec- 
tives for a number of reasons, including their disciplinary com- 
mitment, their desire to carry out their teaching duties with a 
minimal expenditure of time, thcli disappointment with the 
ability of students to handle higher-lc\el objectives, and their 
desire to maintain student accountability for course content. 

Although exceptions did exist, these special cases did not 
alter the overall picture of literacy at Oakwood. A few knowl- 
edge seekers with articulated educational goals and stronger 
identification with the role of college student were present in 
e^ery class, and these students did engage in more extensive 
reading and writing. However, as a small minority, they were 
viewed as udditics by the more numerous requirement meeters. 
Over time, they seemed to adapt to the norm c»f requirement 
meeting and instrumental bitting. 

In some lab-oriented vocational classfs, students had a 
more proactive, self-directed learning style aimed at acquiring 
specific job-related information and skills for whij. they saw a 
definite need. Students in vocational lab courses used written 
language selectively and only when li contributed to specific 
job-related goals. These cLsses were not numerous and seemed 
to represent a special case. 

In some basic language skills courses, the mastering of 
language skills was often students' primary reason for enroll- 
ment. However, their level of understanding about the process 
of accomplishing their goals, as well as unfamiliarity with the 
college environment, put them in die dependent position of 
relying on direction from their instructors. Basic skills instruc- 
tors, though ostensibly reading and writing teachers, seemed 
more oriented towaid inculcating appropriate attitudes and be- 
haviors in their students. Learning to read and write became 
essentially learning a set of classroom behaviors or procedures, 
and the written language involved was siill limited to bits and 
pieces of disconnected discourse, processed in a highly struc- 
tured social setting. 
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The typical classroom environments at Oakwood were ac- 
tively hostile to students whose nmuves eriphasi/ed knowledge 
seeking or information using. The student and instructor rules 
have apparently evolved so that different performance expecta- 
tions now exist. As instructors have adopted low-levcl cognitive 
objectives for their courses, they have relinquished requirements 
involving aitical reading and writing. This change in focus has 
facilitated the emergence of the efficient student role in which 
students use instrumental bitting and other tinie-saving strate- 
gies to preserve as much time as possible for non-schuol-related 
facets of their lives. 

Observation of the same students in different classes re- 
vealed that at least some students \aricd in their motives across 
classes. This suggests that instructors ma> be able to influence 
the kinds of reading and writing that siudents do. We are uncer- 
tain whether instructors did not encourage more critical literacy 
because they did not know how or because they did not want 
to expend the effort required. 

This chapter has outlined the student motives that con- 
tributed to the emergence of dominant styles for teaching and 
learning in Oakwood classrooms. The *-cquirement-meeter orien- 
tation of students was reinforced outside the classroom in their 
interactions during administrative tasks and in seeking support 
services. In the next chapter, we describe these nonclassroom ac- 
tivities and discuss the lack of critical literacy throughout the 
campus. 



CHAPTER SEVEN 






Nonclassroom Influences 
on Literacy 




The out-of-class environment at Oakwood contributed to the 
lack of critical literacy in several ways. First, reading and writ- 
ing activities of students throughout the college reflected In- 
strumental bitting as the norm for written language. Although 
written materials were abundant, students' use of them was 
minimal and was heavily supported by oral communication. 
Second, students* experience at Oakwood reinforced the priori- 
ties of efficient requirement meeters who had little intrinsic In- 
terest in developing critical literacy skills. Students were not 
helped to plan comprehensive programs of study, nor were they 
oriented to the college and their role as students. There was a 
collegewlde emphasis on maximizing student enrollments in 
individual courses rather than on helping students develop pro- 
grams of study leading to graduation. Contacts between stu- 
dents and college staff members, like classroom Interaction, 
focused on the communication of bits of information to meet 
college requirements. 

Third, the institution did little to establish or maintain 
explicit standards of literacy. Slight attention was given to 
written language skills when students entered the college, wiien 
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they participated in cuurses, or when they completed degrees. 
They had little incentive to develop reading and writing compe- 
tencies, and only token assistance was pro\ided to help them 
do so. Special programs and services, established to deal with 
nontraditional students were expected to handle literacy- 
related problems, but such a limited solution to a pervasive 
problem proved to be inadequate. 

Prevalence of Written Language 

Written documents were ubiquitous on campus, and read- 
ing and writing were embedded in activities related to entering 
the institution and using its services. Oakwood produced 150 
printed documents for students* use. Some were designed to in- 
form students of college services, such as the learning assistance 
center or the veterans' affairs office. Others, such as the cata- 
logue and the schedule of classes, provided information on col- 
lege requirements and offerings. Approximately half were forms 
that required some reading and writing of information. Some 
forms were designed at a national level, such as the student fi- 
nancial aid form or applications for veterans' benefits; others 
were designed by the college offices for their own recordkeep- 
ing purposes, including requests for transcripts and applications 
for tutorial assistance. 

Applying for admission, a student's first contact with the 
college, could involve as many as twenty three printed docu- 
ments. These included forms and handouts explaining procedures 
and directed toward applicants requiring special instructions, 
such as out-of-state applicants, international students, military 
personnel, students still completing high school, or college ath- 
letes. One program, nursing, required an additional eleven-page 
application form. As students went through the registration pro- 
cess, they were expected to make use of the college catalogue, 
the schedule of classes, and numerous forms and procedural no 
tices. When students applied through the student financial aid 
office for a variety of grants, they encountered many of the 
thirty-three documents distributed by that office. 

A Literacy of Dependence. The apparent importance of 
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written language was somewhat deceptive, however. As in class- 
rooms, many of the documents available were used in a cursory 
fashion if at all, and such use as existed involved the transfer of 
specific "bits'* of information rather than the exchange of more 
extended messages. On forms, students were asked to fill in 
blanks with specific facts about themselves and their participa- 
tion at Oakwood. The application form, for example, called for 
34 segments of information covering a wide spectrum of per- 
sonal data. The two forms requested for financial aid involved 
over 150 discrete pieces of information. 

Written documents were seldom relied on to communi- 
cate more extensive information without significant use of oral 
language. Several factors contributed to the lack of independent 
use of written sources. The language in important documents 
was often too difficult for most students to comprehend inde- 
pendently, and the information requested was subject to multi- 
ple and changing interpretations. In addition, oral language was 
readily available and was built into required administrative 
tasks. For these and other reasons, Oakwood students increas- 
ingly used oral language in informal exchanges as an alternative 
to more extensive use of available publications- 
Speaking and listening were increasingly important as stu- 
dent uncertainty became more pronounced. The technical direc- 
tions on the financial aid application, for example, commonly 
left students uncertain about the requirements and, therefore, 
likely to ask questions about how to complete the task. For all 
students, **asking the right question" was critical. This was as 
true lor students who did not have difficulty with reading and 
writing as it was for those who did. However, it was never clear 
how students learned to ask relevant questions. Students who 
had not expected to attend college and who did not have 
friends or family to help them were not as likely to be able to 
formulate appropriate questions. 

Xontraditional students who persisted generally obtained 
assistance. In fact, some student services were established spe- 
cifically to assist thern oi simply to do difficult tasks foi them. 
It was not uncommon for students to take the form or paper- 
work of one service to another service for assistance. Such new 
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offices as Chicano sen ices and special services ended up assum- 
ing reading and writing responsibilities for their clients. Chicano 
ser\'ices, for example, w**^ frequently used b> Spanish-speaking 
students to obtain assistance in completing ihe admissions appli- 
cation and the application for financial aid. Even as their English 
improved, these students continued to seek assistance from this 
office with many types of procedural questions. 

The absence of orientation procedures and other clear, 
accessible channels to teach students college procedures, as well 
as the existence of special services to provide support, created 
dependence rather than developing the social competencies that 
students need to cope with either the college or the external en- 
vironment. Of course, it is easier and more efficient to provide 
specific directions than to help people develop the skills to be 
self-directing- 

The College Catalogue, The way the college catalogue was 
used illustrates the role that written materials played outsiae 
the classroom at Oak wood. Students who sought assistance with 
administrative tasks or other institutional procedures were fre- 
quently referred to the college catalogue. The catalogue, de- 
scribed as the '"institutional bible" because it provided the offi- 
cial statement of policy, was percei\ed by staff, students, and 
farulty alike as the most important college document. The cata- 
logue was divided into thirds. The first part ga\e an overview of 
the college, the second reviewed the curriculum, and the third 
part briefly described each of the courses. 

Faculty and staff members, while commenting on the in - 
portance of the catalogue, often added, **But students don't 
read it." For a number of reasons, the catalogue was difficult to 
read and was not very useful as an independent source of infor- 
mation. It was described as vague, incomplete, disorganized, and 
poorly written. A readability analysis found that it was wiltten 
at a relatively sophisticated level, averaging above the fifteenth- 
grade level. The catalogue exhibited considerable stylistic varia- 
tion, reliance on technical vocabulary, and the use of com- 
pressed language with a high density of information. These 
stylistic characteristics required a highly mature and sophisti- 
cated reading ability not possessed bv many of the students. 
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Actually, the characteristics of the catalogue were not 
surprising, because much of it was written with a concern fur 
legal and procedural matters rather than with the objective of 
communicating to students. The section on the common core of 
the curriculum used legal terminology to establish the college's 
position on such policies as residency, veterans' regulations, and 
student rights. Some sections of the final version had been 
proofread by legal counsel rather than by anyone concerned 
with education. Course descriptions were produced at the dis- 
trict level and were common to all colleges. Hence, the primary 
criterion for wording manv ci^urbe descriptions was whether the 
language was parallel to that describing related courses at trans- 
fer institutions, not whether students could understand it. Al- 
though all students reported using the catalogue, they also re- 
ported using informal and/or oral means of gaining the same 
information. The catalogue as an institutionally constructed 
tool was cessarily enhanced and interpreted through direct, 
face-to-face interaction with friends, student services staff mem- 
bers, or instructors. 

The catalogue, hue most written materials at Oakwood, 
had evolved into a highly speciali/.ed tool that had to be inter- 
preted for students. This development was similar to changes in 
the classrooms, where students were not expected to read text- 
books independently or to compose connected discourse. Be- 
cause available written materials could not be used without 
assistance in either setting, students became increasingly de- 
pendent on staff members, instructors, and tutors, who served 
in the role of modern-day "scribes." 

Lack of Advisement 

The instrumental bitting that characterized literacy at 
Oakwood was also reflected in the advising process, which fo- 
cused nanowly on getting the maximum number of stud^;nts 
enrolled in courses as efficiently as possible. This emphasis on 
efficiency in contacts with students contributed to the students' 
own focus on individual courses as well as their lack of program 
completion. In addition, the push to get students into courses, 
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along with the lack of concern for degree completion (or even 
course completion), contributed to the faculty's focus on low- 
level cognitive objectives and unwillingness to invest time in 
working with students outside class. 

Written materials and services reflected a lack of concern 
with degree completion. Administrators were mure interested in 
the accuracy of sections of the catalogue dealing with legal re- 
quirements than of those focusing on program. The class sched- 
ule reflected limited attention to arranging classes so that full- 
time students could complete degree requirements without 
delays or substitutions. How much student objectives and insti- 
tutional practices each contributed to the low graduation rate 
was not clear. 

Beginning with the students' initial contact with the col- 
lege, there was little evidence that they received advisement that 
would foster the planning of overall programs of study or long- 
term educational goals. In addition, the minimal nature of the 
students' cor act with the institution did little to foster any 
sort of student culture or identification with the institution or 
the traditional college student role. Students were merely 
helped to enroll in clashes. Once there, they naturally adopted 
an orientation toward completing the course— meeting its re- 
quirements. Little turned them toward larger goals related to 
an overall program or a commitment to being an intellectually 
curious college student. 

If Oakwood had been as concerned with program com- 
pletion as with efficient enrollment, the registration process 
would have incorporated more emphasis on orientation and ad- 
visement. Over time, however, the process came to focus solely 
on efficient course enrollment. Most new students arrived on 
campus, saw a line entering the registration site, and stood in it. 
After some frustrating encounters with forms and multistep 
procedures, they were enrolled in a set of courses. The nominal 
orientation, advisement, and placement that occurred as part of 
registration served primarily to expedite the flow of students 
into courses. 

Orientation. Orientation had been an important service 
when Oakwood opened in the middle sixties. Three-hour orien- 
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tdtion sessions were available throughout the summer. These 
sessions featured information sessions for large groups, followed 
by small-group sessions where students posed questions as well 
as received assistance in drafting their programs of study. As the 
number of students increased and more enrolled for part-time 
study, orientation sessions became briefer and let. comprehen- 
sive. By the time of our study, the original three-hour time allo- 
cation had been reduced to fifteen minutes. The emphasis had 
also changed from helping students learn the college system to 
informing them about the registration process and course selec- 
tion. The number of sessions had increased, but both the time 
allotted to each session and the content encompassed had been 
substantially narrowed. Once considered important enough to 
require a team of counselors, conducting orientation had be- 
come an assignment for work-study students. 

Orientation sessions typically focused on a description of 
the procedures required for registration. The process was ex- 
plained in detail, using overhead transparencies to illustrate the 
movement from place to place, the locations of faculty advisers 
and class cards, and other features of the process. The catalogue 
and the schedule of classes were described. Students were given 
instructions on how to complete their schedules, with special 
attention to avoiding conflicts. 

Both students and faculty members agreed that orienta- 
tion was not a priority of the college. Future plans involved 
elimination of any form of orientation other than a brief video- 
tape presentation, owing to lack of staff and money. Since most 
tudents did not come with a well-developed understanding of 
why they were at Oakwood or how to utilize the system, this 
decreasing emph^iaii) on effective orientation seemed to be un- 
warranted and undesirable. 

Advisement Academic advisement was also geared 
toward helping students select classes rather than plan programs 
of study. Advisement sheets identifying required courses were 
available for each of the college degree programs. Many stu- 
dents, however, did not complete this form until just before 
graduation, and 90 percent never reached that point. Many fac- 
ulty members responded only to questions about courses in 
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their own department. Hence, a student trying to design a pro- 
gram miglit be referred to a number of departments without 
ever finding anyone who understood, and could assist with, a 
dcgrcc-oricnted objective. In addition, some faculty members 
used advisement as an opportunity to recruit students for their 
own courses. 

The following descriptions of the registration process il- 
lustrate the lack of attention to advisement: 

I showed my completed schedule to the ad- 
viser. He had no questions; he just indicated ih^t I 
needed to check the overhead screens for closed 
sections. I followed his advice, found sections that 
I wanted to take were closed, and made a new 
schedule of classes. Upon my return to the table, I 
showed the same adviser a new schedule deter- 
mined by the courses that were not closed. He 
asked if they were all open. Upon an affirmative 
answer, he told me, **You better get your class 
cards quick." 

I told the adviser that I had never been to 
college before and didn't know what I wanted to 
take but I thought I was interested in nursing. She 
said she knew just the course that would be good 
for me. After describing the course, she said she 

was teaching it I asked if I didn't have to take 

an English course first, but she said, **No, not 
now.'* She said this course was really good because 
then I would find out if that was really what I 
wanted to study. 

The objectives that students had made some difference in 
the type of advising they received. Transfer students frequently 
had not identified their upper-division majors and hence were 
viewed as no one's responsibility. Most faculty members teach- 
ing transfer courses aJ-Ked few students. Transfer students 
were likely to seek assistance from other sources, including 
counselors, the catalogue, or transfer institutions. At the oppo- 
site end of the continuum were developmental students, who re- 
ceived considerable assistance from their instructors as well as 
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from Chicano services and special services. In the middle range 
were occupational students, who were often advised in course 
settings by their instructors. 

Faculty members were not unaware of the problems that 
students experienced when seeking academic advising. Most 
felt the r^istration process provided inadequate assistance. 
Some were concerned about the amount of misinformation stu 
dents received because of the lack of an effective advising sys- 
tem as well as the many .ilternative sources of information stu- 
dents were likely to encounter as they sought assistance from 
such sources. Although instructors complained about this situa- 
tion, they were generally unwilling to devote extra time to ad- 
vising. 

The evolution of faculty advising during orientation from 
a concern with program completion to an exercise in efficient 
course sectioning did not occur without some attempts to re- 
verse this direction. In 1979 a proposal was written to design a 
system that provided advisers in "clusters" of departments, with 
an express table for students who did not need advising. A core 
of thirty faculty advisers selected for competence and commit- 
ment carried most of the student load. To free faculty members 
to function as advisers, work-study students assumed responsi- 
bility for procedural tasks such as class card distribution. A half- 
day session was held to acquaint advisers with their advisement 
responsibilities. Provisions were made for faculty, student, and 
administrative evaluation of all phases of the new procedures, 
and a tracking system was developed to evaluate the retention 
of students who had been through this advisement process. 

Evaluations of the changes by faculty advisers participat- 
ing were favorable; 73 percent indicated that they would vol- 
untarily serve as permanent advisers in the future. Administra- 
tive evaluations were also supportive, and student evaluations 
were generally favorable. The results of the follow-up study on 
student retention were good as well. The data on ^tudc*^* with- 
drawal generally indicated that advised students, whether day or 
evening students, had a substantially lower withdrawal rate than 
students who had not been advised. 

From the evaluation, it appeared that the committee's ef- 
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forts were highly successful and that the institution would 
adopt the new registration procedures. Armed with these re- 
sults, the committee proceeded to make modifications for the 
January registration of new students and considered such steps 
as instituting advisement and registration for continuing stu- 
dents, changing the drop/add process, and establishing a perma- 
nent assignment of students to advisers. 

However, the changes brought complaints from faculty 
members, producing, by spring registration, a compromise 
whereby more students were advised and the time period de- 
creased. Objections by some instructors because they were 
working registration during a time when others were not ac- 
countable to the institution resulted in a decision that all in- 
structors would work registration, which caused further resent- 
ment. 

After the following fall registration, the committee's 
strongest capporter in the administration left the campus. Fac- 
ulty complaints again surfaced. In addition to concerns about 
how many faculty members would work registration, there were 
complaints about training for faculty advisers, about advising in 
a cluster rather than advising by departments, about having stu- 
dent workers rather than faculty members pass out class cards, 
and generally about the long hours required to register and ad- 
vise students by the new process. These complaints continued 
throughout the year. Eventually the faculty pressure resulted in 
a reversion to procedures in use before the 1979 proposal was 
written. 

Thus, even a reform movement did not interrupt the 
trend toward reducing the time commitments of full-time fac- 
ulty metnbers to increasing numbers of students. In fact, the 
process of adapting student services to the circumstances cre- 
ated by a part-time student body and laiger numbers of adjunct 
faculty members bore more than a passing resemblance to some 
of the changes observed in the classroom. 

Frustrated in the attempt to reform the registration and 
advisement process, the advisement and registration committee 
turned its attention to the college catalogue as the most impor- 
tant source of information. Eventually the committee's work 
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led to the development an adviser's handbook and a re\ised 
catalogue with greatly expanded sections on advisement. In ef- 
fect, the committee focused on developing impro\ed written 
materials, in preference to continuing to try to change the be- 
havior of their colleagues, an objective that appeared out of 
reach. Like most simple solutions to complex problems, the new 
handbook and the revised catalogue were better suited to deal- 
ing v,ah symptoms than with the basic problems. 

Placement of Entering Students 

The deficiencies of the advising system contributed to the 
problems Oakwood experienced in assessing the reading, writ- 
ing, and numeracy skills of entering students and placing these 
students in appropriate classes. Assigning students with widely 
differing language skills to the same class placed pressure on in- 
structors to reduce demands on students and thus contributed 
directly to the process through which traditional forms of read- 
ing and writing were deemphasized in order to preserve content 
and to achieve acceptable retention rates. 

Like most colleges, Oakwood required two courses in 
English composition of all students seeking a degree. However, 
fur the majority of students who attended part time the English 
requirement could be bypassed. Instructors in most courses 
therefore ended up dealing with a large percentage of students 
whose competence in language skills was unknown. 

Added to the problems of those who bypassed the English 
requirement was the uncertainty associated with initial place- 
ment in English courses even for those who chose to enter com- 
position courses. Except for the short-lived reform efforts of 
the advisement and registration committee during 1979-80, 
there was no placement process effective enough to identify re- 
liably the students who needed instruction in basic skills. The 
screening procedures temporarily established by the committee 
illustrate the complexities involved. 

In 1979-80 all full-time students and students taking an 
English course were required to complete a student planning 
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sheet and a sclf-assci^sment scale, as well as a placement exami- 
nation. The results of the placement exam were used to deter- 
mine whether students should be admitted to one of three levels 
of remedial English or to the standard college composition 
course. For students whose placement scores indicated the> 
should enroll in the basic studies program, an additional diag- 
nostic procedure was established. 

The abandonment of this revised registration process in 
1981 reduced the effectiveness of the English placement pro- 
cess. Students needing help with \.riting skills were able to enter 
regular courses without being identified. Furthermore, instruc- 
tors did no* have data from assessment measures in such related 
skill areas as reading, oral language, or reasoning. 

As instructors encountered the realities of extreme liet- 
crogeneity in entering students, courses at successively lower 
levels were established. English as a Second Language was added 
to the sequence. By the time this study began, a student could 
have taken two full years of remedial work at Oakwood without 
ever qualifying for admission to the first course of any regular 
degree program. Standards for progress also became an issue as 
the inadequacies of the remedial approach surfaced. Man> stu- 
dents resisted placement in remedial offerings because they per- 
ceived the course emphasis as unrelated to their objectives, 
while those who wanted and needed remediation found them- 
selves in large classes (twenty-five to thirty learners). Fewer 
than a third of those completing remedial sequences persisted 
into advanced courses, and a sizable percentage of those who 
uid lacked the skills to complete the required work. 

Faced with growing evidence that the objective of reme- 
dial courses were not being achieved, Oakwood initiated the 
adult basic skills urogram. Although the program did offer an 
integrated format and special support services, its most unusual 
aspect was the change in objectives for students. For the first 
time success did not depend solely on performance in advanced 
courses. In fact, students enrolled in adult basic skills were not 
regarded as candidates for standard degree programs at all ex- 
cept under very unusual circumstances. Thus, the basic skills 



1 O 



ERIC 



114 



Nonclassroom Influences on Literacy 



program was established as «i separate and almost self cuntdincd 
program with goals unrelated to regular college programs or 
standard forms of college literacy. 

Special Services for Nontraditional Students 

Student services at Oakwood experienced prcisures for 
change similar to those operating within the classrooms. Increas- 
ingly, those entering Oakuood were from minority backgrounds, 
were the first in their families to go to college, lacked tradition- 
al academic preparation, and came with objectives that set them 
apart from the earlier clientele. These diffeiences required adap- 
tation from many Oakwood services designed around the needs 
of a less diverse student body. Members of the Oakwood sup- 
port staff were no more enthusiastic about change than their 
faculty Counterparts. If anything, they resisted the modification 
of their practices even more tenaciously because they lacked the 
subject matter refuge of the Taculty. The result of changing 
needs and staff resistance was the establishment of several new 
services. The most important of these services were the learning 
assistance center, Chicano services, and special services. 

Special programs or services designed to mediate between 
the needs of nontraditional clients and standard institutional 
programs and services served a stopgap purpose. The institution, 
faced with the need to change existing services and pro^jams or 
add new ones, elected the latter as the less complex solution. 
The hope was that a buffer would be created between students 
and the traditional services, which would be left to carry on 
business as usual. Although some instructors initially voiced 
philosophical u^agreement vvith the existence of special pro- 
grams, they generally came to accept them, hoping their own 
classrooms would remain relatively free from the problems 
these services were designed to address. From the institution's 
per>pective, the decision to create special programs and services 
was made almost irresistible by the actions* of external agencies, 
including the federal government, in providing grants to fund 
them. 

Special programs and services provided the time and re- 
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sources necessary for gradual accommodation, preventing the 
conflict and institutional trauma that might have resulted from 
an attempt to adjust more quickly to changing characteristics of 
students and cvohing conceptions of educational mission. How- 
ever, the decision to establish a new program or service \va5^ at 
the same time, a recognition of the inadequacies of existing pro- 
grams and services. 

The Learning Assistance Center, The learning assistance 
center (LAC) was established as a division of the library to pro- 
vide tutorial assistance to students having difficulty with course 
work. The greatest demarid was for tutois in basic math, read- 
ing, and English courses. Within two years, the demand for 
services tripled. During its heaviest month in 1979-80, the LAC 
furnished 340 students with almost 2,400 hours of tutoring. 

Because ii provided individualized assistance to students, 
the LAC was also a support mechanism for the faculty. Rather 
than having to spend more time with the increasing number of 
students they often described as underprcpared, faculty mem- 
bers were able to refc; them for assistance. Thus, an important 
justification for ihe LAC was the inability of instructors to 
teach some students successfully within the constraints of the 
classroom. From this perspective, it was clear that the LAC rep- 
resented an important adapti\e strategy for coping with increas- 
ing numbers of students who needed assistance in meeting the 
academic requirements of the college. 

Chicano Services. Another of the new services at Oak- 
wood was a special offic: for Chicano students. Originally estab- 
lished to assist the college in recruitment, the Office of Chicano 
Services had as its stated purpose to promote education in the 
Hispanic community and to assist individuals in the develop- 
ment of their educational goals. The office had two major func- 
tions: outreach and on-campus services. Outreach activities in- 
cluded contacting local high schools, encouraging potential 
students to attend, and working with community agencies. On- 
campus services included financial aid information, admissions 
and records information, and referral to other services and non- 
campus agencies, as well as providing institutional information, 
job referrals, and transfer information for Chicano students. 
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Chicano services provided incentive for Chicanos, espe- 
cially those with limited English-speaking skills, to take advan- 
tage of the **open door." Many Chicano students received initial 
information about the college from Chicano services as well as 
assistance in applying for admission. They continued to use the 
service after enrollment. Students who had not been recruited 
through Chicano services often heard about it from their friends 
or from the Chicano student club on camous. 

Chicano services provided a support system for Hispanic 
students, many of whom lacked prior academic preparation. 
The important factors that contributed to the effectiveness of 
Chicano services were language, informality, direct assistance 
with forms, and referrals to other services or community agen- 
cies. Some students lacked the English language skills required 
to complete forms, and special attention was given to assisting 
them with the admissions and financial aid applications. For 
many students, Chicano services was a place where they could 
find a friendly, brown face or a compadre. Students in the in- 
tensive English for Spanish Speakers program, who spoke little 
English, described Chicano services as a central place where they 
were able to find someone willing to talk with them in their 
own language. 

Special Services. Following the establishment of Chicano 
services, a proposal was written requesting federal funding for a 
special services program to assist students b> providing support 
and instructional services for handicapped, limited-English- 
speaking, and low-income students. The Office of Special Services 
also assumed responsibility for the advisement of international 
students. Although this program continued to receive support 
from federal funds, over time the director and one counselor 
were transferred to the college budget. 

Services provided to eligible students included testing b> 
referral to the testing center, development of an educational 
plan, development of a class schedule for each semester, and 
continuing contact related to specific student needs. Special 
services also provided some support for tutors at the learning 
assistance center when eligible students were referred. 

Handicapped students sought assistance with mobility 
problems. Limited English-speaking students used the office as a 
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comfortable place to brng their questions and saw staff mem- 
bers as individuals to whom they could relate. In addition to re- 
quests for assistance with academic advisement, students 
brought concerns about grades, transportation, housing, and 
college-related procedural matters. 

In some ways, special services and Chicano serv^ices were 
competitors. When Chicano services was established, it was 
staffed by paraprofessionals who knew the language and were 
familiar with the communities where their clients lived. Almost 
from the beginning, responsibilities for recruiting were matched 
by efforts by Chicano services to make traditional Oakwood 
services responsive to the students whom recruiting produced. 
The traditional services, however, were staffed by professionals 
who saw the emergence of Chicano services as an implied criti- 
cism of their ability to work with nontraditional students. The 
professionals especially resented the suggestion that their ac- 
tions should in any way be guided by the suggestions or prefer- 
ences of Chicano serv^ices staff members, whom they saw as 
lacking the professional training that would have permitted 
their treatment as equals. 

Thus, special services was an attempt to establish an alter- 
native to Chicano services, staffed with professionals who would 
be more acceptable to the professionals staffing traditional stu- 
dent services as well as to the faculty. In addition, there was the 
perceived need to respond to handicapped students and others 
needing special assistance besides Hispanics. Although the staff 
included a Spanish-speaking professional counselor, the service 
never became the home away from home that Chicano services 
represented for Spanish-speaking students. And when black stu- 
dents asked for their own service to provide equal attention to 
their needs, they did not see special services as the appropriate 
response. 



Students did not need to read or write to be admitted to 
Oakwood, to register for classes, or to qualify for financial aid. 
In one extreme example, one of our researchers, who is bilin- 
gual, posed as an applicant and managed to register for classes 
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Nonclassroom Influences on Literacy 



and complete a financial aid form without speaking a word of 
English. After initial frustration, he eventually encountered a 
Spanish-speaking security guard who took him to Chicano 
services, where someone completed the writing requirements 
for him. 

The classroom emphasis on requirement meeting found 
its counterpart in the single-minded focus on efficiency in en- 
rolling students in discrete courses. Program completion was not 
a priority, as evident frcm observations of the advising process 
and reviews of the college catalogue and class schedule. In- 
structors recognized the shortcomings of all three, but most 
were unwilling to devote more of their own time to making 
improvements. 

The influx of nontraditional students brought changes to 
such ser\ices as admissions, registration, and financial aid as well 
as pressures on the classroom. The orientation of services toward 
the use of oral communication made literacy skills less impor- 
tant but also made sU-aents more dependent on the staff iii 
completing the administrative requirements for being a student. 

Finally , new services were established for students consid- 
ered to have special problems that interfered with access or 
progress. Chicano services would complete forms, interpret writ- 
ten instructions, and help students bypass or cope with more 
traditional services, such as financial aid and counseling, where 
theie was more resistance to simplifying procedures for students 
who had difficulty reading and writing. 

Oakwood also structured special programs and services to 
augment the efforts of the instructional programs in dealing 
with nontraditional students. Efforts to provide remedial courses 
at successively lower levels culminated in the establishment of a 
basic skills program, which accompanied efforts to improve very 
limited reading and writing skills with an emphasis on cIiLcn 
ship and socialization reminiscent of the self-contained class- 
rooms of secondary schools in the sixties. A learning assistance 
center provided tutorial assistance in reading, writing, and 
mathematics to help students cope with the reduced literacy 
and numeracy demands of regular and remedial courses. 

These remedial and developmental services kept the most 
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nontraditional students out of college-level courses. Very few 
students who entered remedial courses ever progressed into 
regular course offerings. Limited credit t.iward a degree for 
remedial work kept these students eligible for the financial aid 
they needed to stay in school. 

Oakwood faced a series of paradoxes, which may have 
prevented the articulation of a literacy policy . Enrollments were 
required in order lo maintain the financial base. Maintaining en- 
rollments meant seeking and accepting students lacking in aca- 
demic preparation and language skills. Permitting these students 
to enroll freely would have created worse teaching conditions. 
Nonetheless, because most of these nontraditional students 
needed financial assistance, courses in which they enrolled had 
to carry credit toward degrees to meet federal guidelines- 
Awarding credit toward degrees foi noncollegiate courses con- 
tributed to a reduction in academic standards as well as con- 
cerns about credibility- 
More important, the literacy problems at Oakwoo/ could 
not be addiessed effectively through special programs for spe- 
cial students. Instructors perceived the majority of their stu- 
dents as significantly different in skills and motivation from 
their notion of a competent college student. From their per- 
spective, such students made teaching more difficult and less 
satisfying. The college environment and the institutional forces 
that shaped it, however, reinforced the motivations and learning 
strategies of requirement-meeter students and seemed to sup- 
port instructors in their strateg> of reducing language demands 
as the preferred way to cope with the new clientele. Certainly, 
little was done to encourage or assi«^ faculty members in main- 
taining standards for critical literacy. 

In the next chapter, we examine the indirect influence of 
administrative priorities and strategies un the literacy problem 
at Oakwood. Faced with needs for adaptation, Oakwood admin- 
istrators changed what they felt they could and learned how to 
live with the rest. This examination of administrative strategies 
leads into a discussion in Chapter Nine of hew Oakwood and 
similar open-access colleges might intervene promote critical 
literacy. 
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CHAPTER EIGHT 
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Impact of 
Administrative Priorities 
on Classroom Literacy 



During our slud\, Oakvvood Community College expanded its 
educational mission and increased the size and diversity of its 
student population. Though resisted by significant numbers of 
faculty members and administrators, these changes had an im- 
pact on the educational program and the campus environment 
as a whole. The reading and writing expected of students in this 
institutional setting took on a form that we called bitting be- 
cause it involved the use of bits of written language and a de- 
pendence on others to derive meaning from those bits. Because 
bitting did not involve skill in analyzing or evaluating informa- 
tion and because the students did not have well-articulated edu- 
cational goals, they were not developing critical literacy skills. 
To understand why critical literacy was not maintained as an 
essential outcome of instruction at Oakvvood, we now need to 
extend our analysis to examine external influences, institutional 
responses, and the impact of these contextual variables on stu- 
dent and faculty behavior in the classroom. 
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Administrative efforts to achieve or prevent changes in 
educational programs and services affect faculty and student 
attitudes by redefining institutional norms. Through use of 
communication nets and the resource allocation process, such 
efforts define the institutionally desired balance between serv- 
ing all students at some minimum level or serving a more selected 
clientele at some higher level of definable outcomes. Admmis- 
tritive decisions affect class size, faculty work load, availability 
of learning aids, and the time requirements within which learn- 
ing must occur. The web of administrative decisions and the 
methods of communicating and enforcing them contribute in a 
major way to the context within which literacy is defined in a 
community college. 

To begin an analysis of administrative influence, we con- 
sider the decision -making process, ' :: priorities that resulted, 
and the strategics used to promote those priorities. Then we 
examine the response to these priorities reflected in faculty and 
administrative commitment and the consequences for classroom 
literacy. 



Two primary influences governed decision making. The 
first was information, which was widely distributed among ad 
ministrators. The i-ontribution or withholding of information 
constituted the major or only influence of most administrators 
on decision making. The second was the allocation of resources, 
closely controlled by the chancellor. Because most decisions re- 
quired resources for implementation, the use of discretionary 
resources to support priorities was an Important strategy for 
change throughout the course of the study. 

The complexity of the district, combined with the admin- 
istrative structure of the colleges, resulted in a system of filters 
such that persons at the bottom or top of the organization re- 
ceived information that had been subject to multiple screenings. 
As one rcbdlt, key administrators had limited information about 
students and the classroom setting. They knew head counts, 
full-time equivalencies, ethnic breakdowns, and class sizes. How- 
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ever, most were long removed from the classroom setting and 
had little information about how student characteristics af- 
fected the learning process. Classroom literacy was not a mean- 
ingful concept for most administrators. 

Similarly, instructors received most of their information 
about district policy from other instructors who had read some- 
thing or heard a rumor. Instructors reported that they inter- 
acted almost exclusively with instructors at their own campus. 
In consequence, their perceptions of decisions made by the 
chancellor almost always included some distortion of intent or 
content. 

These circumstances provided fertile ground for conflict, 
misunderstanding, and frustration. They were particularly im- 
portant in governing the expectations that administrators held 
for special efforts to affect literacy, such as developmental edu- 
cation. Almost without exception, there was a direct relation 
between administrators' distance from the classroom and their 
tendency to overestimate the results and underestimate the 
costs of such efforts, as well as to misjudge the indirect conse- 
quences of all policies for classroom literacy. 

When the new chancellor assumed office in the fall of 
1977, he found a highly centralized, single-college structure that 
discouraged initiative and responsibility among campus adminis- 
trators while facilitating governing board intenention in admin- 
istrative process. The practice of promoting administrators from 
within as a reward for faithful service, combined with the dis- 
trict's roots in a public school system, had produced an insular 
administration perceived to be out of touch with the main- 
stream of emerging community college emphasis on serving new 
clienteles. The educational program, though comprehensive, was 
university -oriented and highly traditional as the result of faculty 
preferences and a period of benign neglect from administrators. 
Faced with this situation, the incoming chancellor saw a need 
for change. 

A planning process initiated in the fall of 1978 resulted in 
the identification of four priorities reflecting the chancelloi s 
assessment of needed changes in educational programs and 
services. One priority, addressing fiscal constraints and a reduc- 
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tion in the pool of traditional students, focused on attracting 
greater numbers of nontraditional students. In an early speech 
to the faculty, to dramatize this priority, which was aimed at 
improving the district's financial base, the chancellor used the 
words "FTSEs [pronounced "footsies" and standing for full- 
time student equivalents] are the name of the game." 

Added to this priority were three others, which received 
strong support from key administrators during the study. A sec- 
ond priority, for student retenrion, was added partly to address 
faculty concerns that the district was overemphasizing the re- 
cruitment of new students, relative to what it was doing for the 
ones already there. Of course, this priority also fit well with ad- 
ministrative concerns for maximizing enrollments in order to 
improve the fiscal base. 

A third priority, developmental education, was the logical 
consequence of the decision to recruit students who lacked the 
literacy and numeracy skills to succeed in exisUng courses. To 
achieve this priority, the district established a Developmental 
Education Advisory Committee to complement campus task 
forces already operating. The chancellor also initiated a discre- 
tionary fund of S200,000, for which the individual colleges 
were encouraged to compete b> submitting proposals. Signifi- 
cantly, during the 1979-80 academic year, virtually all the pro- 
posals funded were related to developmental education or stu- 
dent retention. 

The fourth priority, which emerged during the spring of 
1980, was occupaUonal education. Beginning the next fall, the 
district, in lapid succession, created a new position, director of 
occupational education, staffed it, and then created a district 
task force that, by the fall of 1981, had developed-and secured 
board approval of -a five-year plan to strengthen occupational 
programs, including a first-year financial commitment of S5 
million. 

Each of theje four priorities contributed in significant 
ways to changes in college literacy. The decision to recruit a 
new clientele brought to the campus more students with differ- 
ent objectives and skills than those traditionally served. The em- 
phasis on retention and the preservation of attrition starisUcs 
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placed pressure on instructors to a\oid literacy demands that 
would have resulted in higher student attrition. The emphasis 
on developmental education and, in particular, the redefinition 
of the purposes of such courses to include objectives not direct- 
ly related to academic achievement exerted pressure on instruc- 
tors to continue the process of reexamining their own expecta- 
tions for student reading and writing behavior. Finally, the con- 
cern with occupational education contributed to the tiend we 
observed toward a functional, less **collegiate** definition of lit- 
eracy. 



The process of achieving priorities involved defining goals 
and allocating resources. Man> groups had input into this pro- 
cess, but the key decision to implement remained with the 
chancellor and his cabinet, providing a fail-safe mechanism for 
ensuring attention to their priorities. The strategies used by 
Richfield administrators to promote their priorities included re- 
organization and staffing changes, planning, resource allocation, 
and staff development. 

During the early stages of the new chancellor's tenure, re- 
organization and staffing changes were emphasized, resulting in 
high IcvAs of conflict. Following this period of intense conflict, 
key administrators made greater use of planning, resource allo- 
cation, and staff development to encourage voluntary commit- 
ment. As a consequence, the pace of change was slowed, result- 
ing in moderation of the conflict as well as less focused pursuit 
of priorities. 

Reorganization and Staffing. During the eail} part of the 
study, then, reorganization and related staffing changes were 
used to cause major change, with the effect of unfreezing the 
district from its previous traditional (by community college 
standards) posture* Structural changes included establishment 
of a college without walls and of a comprehensive college to ad- 
dress the special needs of minority students, as well as imple- 
mentation of an extensive student recruiting process* Staffing 
changes included appointment of many outsiders to key district 
positions, creation of new positions, and appointment of special 



District Strategies for Achieving Priorities 



ERIC 




Impact of Administrative Priorities on Classroom Literacy 125 



task forces in such areas as developmental education and occu- 
pational education. 

One important effort that made use of the strategy of re- 
organization was the decentralization of decision making and 
budgetary responsibilities to give greater latitude to the college 
presidents. This decision was made by the chancellor, endorsed 
with varying degrees of enthusiasm b> other key administrators, 
and implemented in stages over a two-year period even in the 
face of obvious fiscal problems. The importance attached to this 
strategy resulted from the chancellor's desire to have presidents 
buy into district priorities and assume a proactive role in their 
achievement. Under the previous centralized administration, the 
presidents, then titled executive deans, had served more in a 
caretaking and mediating role, with neither the discretion nor 
the resources to contribute to the achievement of district priori- 
tics to the extent desired by the new chancellor. 

Presidents were not uniformly enthusiastic about the in- 
creased responsibilities they were asked to assume. Part of their 
restraint resulted from the perception that decentralization 
altered their responsibilities moie significantly than it did their 
ability to influence resource allocation. Budgeting amounts re- 
quested invariably exceeded funds available. Expenditures in 
fixed areas such as district mandated salary increases and utili- 
ties left little in the way of discretionary funds available to 
presidents. In one year, amounts allocated were less than in- 
creased obligations resulting from the salary settlement, despite 
a significant increase in the number of students attending. 

The college presidents were further constrained by their 
inability to hire additional staff to carry out the new responsi- 
bilities. Invariably, staff members previously responsible for 
these functions remained at the district office and assumed new 
responsibilities. College administrators picked up the responsi- 
bilities in addition to their other duties. The result was an up- 
grading of salaries and titles for some college administrators, 
placing further pressure on the annual budgets. Despite these 
constraints, the selective decentralization of responsibilities 
seemed effective in encouraging colleges to give attention to 
district priorities for educational change. 

Strategies involving reorganization and staffing ch«^.nges 
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were relatively easy to implement. However, when they im- 
pinged on issues of importance to the faculty, as did the forma- 
tion of a college without walls, the) brought prolonged conflict 
and subsequent faculty resistance, on principle, to other new 
administrative initiatives. 

The practice of using adjunct faculty in staffing either 
existing campuses or the new college without walls was one of 
the most sensiti\e issues dividing administrators and the full-time 
faculty in the Richfield District. From the iistrict's perspective, 
this was an economical and flexible procedure for expanding 
services. From faculty members' perspective, it demeaned what 
they did by proceeding from the assumption that anyone could 
come in, throw together a few assignments, and be credited with 
providing the same level of instructional services as the full-time 
faculty. Through the use of part-time visiting staff, the district, 
in the eyes of faculty members, undervalued them and their 
efforts. The threat was perceived as financial, personal, and 
professional. 

The issue had important implications for the achievement 
of district priorities at Oakwood. Theoretically, full-time fac- 
ulty members could be given leleased time to participate in the 
development of new efforts such as the basic skills program. 
The courses left unstaffed by reductions in teaching loads 
would then be covered by the much less costly adjuncts. Thus, 
developnent of new programs and services required by the 
changing student clientele could be accomplished by full-time 
faculty members while being financed at less than the income 
generated from their enrollu^ents. In practice, most instruc tors 
avoided the more difficult curriculum development or tea.hing 
responsibilities even when provided with the additional induce 
ment of summer employment. Beyond refusing to participate, 
they made life difficult for those who did. sometimes by open 
criticism but more o^tcn by excluding them from the normal ac- 
tivities that marked coUegial acceptance at Oakwood. 

Planning and Resource Allocation, One of the most effec- 
tive strategies for achieving attitudinal change oout the impor- 
tance of district priorities was the u^c i>f a formal planning pro- 
cess. Planning helped to reduce conflict by lengthening the lead 
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time necessai'N fur implementing change and b\ establishing a 
wider range of formal goals more representative uf the values of 
all faculty memberj; and administrators within the district. 

Within a year of his arrival in the Richfield District, the 
new chancellor implemented a planning process using a *'charctte 
concept" characterised by intensive activit> in a marathon for- 
mat. Representatives from across the district, designated as the 
Joint Council on Educational Priorities (jCEP), completed plan- 
ning tasks under pressure of time, guided b> a skilled group fa- 
cilitator. Before the planning session, working papers and fac- 
tual data had been prepared. The process resulted in fifteen 
goals representative of the interests of those who participated. 

Broad-based task forces from across the district were then 
established to address individual priorities b> undertaking de- 
tailed planning. Resources were allocated to achieve the objec- 
tives identified. Developmental education was the first priority 
tackled by this approach, but the process did not reach matur- 
ity until it was used to address occupational education during 
the 1980-81 year. Following the striking success of this group, 
the task-force approach was expanded to include groups focus- 
ing on arts and sciences and honor programs, two concerns that 
had emerged from the general faculty during the period of ex- 
tensive attention to occupational education. 

When the state legislature passed a bill in 1980 limiting 
the authority of local boards to levy property taxes, ke> admin- 
istrators realized that simultaneous pursuit of all the goals iden- 
tified through the JCEP planning process was unrealistic. By 
controlling the commitment of resources, key administrators 
were abl* to pursue preferred objectives e\en when resources 
were severely constrained. In one instance, the position of mar- 
keting director was created and staffed to head an effort to re- 
cruit acw students while faculty and staff \acancies were frozen 
at the colleges to balance the budget. Key administrators also 
used discretionary funds to reduce the work loads of faculty 
members who were .^illlng to "play ball" by working on proj- 
ects related to district priorities. 

Administrators also increased their level of control over 
the curriculum through a special planning project to standard- 
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uc course offerings. Because osponsibilit\ fur these courses 
had been delegated to the facult> b> the pre\ious administra- 
tion, with little if any provision for accountability, course con- 
tent varied widely on the different campuses for courses with 
the same district course-bank number. This \ariation was cited 
by universities as a partial justification for withholding credit 
toward degrees foi some courses. Under the direction of the 
vice-chancellor for educational development, distiict instruc- 
tional councils composed of faculty representatives from related 
disciplines devoted considerable effort to standardi/.ing couises 
by specifying goals, objectives, content outlines, and evaluation 
mcuious. Although this strategy did place sonic limits on fac- 
ulty autonomy to determine course objectives and content, full- 
time faculty members supported the project because of their 
concerns about the impact of the increasing numbers of adjunct 
faculty on program quality. 

Staff Development. The importance of staff development 
as an administrative strategy following the climactic and con 
flict-laden year of 1978-79 was e\ident from the number of 
activities sponsored by the district in relation to high priorities. 
For 1979-80 student retention vvas high on the list for key ad- 
ministrators, and seven activities were carried out, reflecting 
such diverse concerns as analyzing teaching techniques, math 
anxiety and avoidance, needs of the vision- and hearing-im- 
paired, and training developmental studies personnel. 

Although most faculty members failed to attend awy ac- 
tivity (the average attendance rate for Oakvvood instructors in 
1979-80 was only 14 percent), those who did participate found 
social support well as new information to assist them in pur- 
suing administrative priorities. For administrators, staff develop 
ment activities constituted important evidence of progress 
toward achieving objectives. Even for nonparticipating faculty 
members, the activities suggested a changing ordci and raised 
the cost of overt resistance to the priorities the staff develop- 
ment sessions were organized to promote. 

As would be expected from the preceding discussion, par- 
ticipation in staff developmei ♦ activities and support for district 
priorities were directly related. Instructors in math and social 
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science were the most resistant to staff de\elopment activities, 
while those in the business and career programs were the most 
likely to participate. Interviews confirmed the greater impact of 
undcrprcparcd students on the departments with the lowest par- 
ticipation rates. These were aiso K.q departments whose instruc- 
tors showed the greatest acti\e resistance to district priorities. 

Staff development activities wxre by no means limited to 
forma! presentations or to instructors. At the district level, the 
chancellor implemented a modified management-b> -objectives 
program, leading to an annual evaluation. The impact was to tic 
district administrators more ^ecarely to their responsibilities for 
achieving district priorities. 

Administrative Strategies at Oakwood 

The administrative strategies at Oakwood supported dis- 
trict priorities to the extent feasible given the set of implicit 
rules for change that prevailed on that campus. These rules were 
as follows: (1) Disregard , problem as long as possible. (This 
statement applied because of limited resources.) (2) Use an in- 
cremental approach when dealing with a problem identified as 
requiring attention. (For example, the learning assistance center 
was built on tutoring services, which were already known and 
accepted.) (3) Test the market; that is, consult carefully with 
instructors or anyone else who ma> be involved, but don't com- 
mit yourself. (4) Use existing staff whenever possible; don't 
bring outsiders in if you can find other ways to get the job 
done. (5) Don't evaluate. (6) Don't make plans for the mainte- 
nance of change. If something is worthwhile, it will continue. 

Many of these rules contrasted sharply with the approach 
used by the district during 1978-79. The district was Interested 
in significant changes, used many outside consultants, and at- 
tempted to identify problem areas and to deal with them aggres- 
sively. This placed severe pressure on Oakwood administrators, 
because they literally could not conform to district expecta- 
tions and still maintain a cordial working relationship with the 
Oakwood faculty. 

Signals emanating from the district office strongly influ- 



ERLC 



130 Impacf of Administrative Priorities on Classroom Literacy 



enced Oakwood administrative strategies. Most formal planning 
on the campus involved responding to district imperatives or 
dealing with circumstances that, if not already a crisis, seemed 
likely to become one. When the chancellor, under the auspices 
of the Joint Council on Educational Priorities, required individ- 
ual colleges to produce plans responding to district objectives 
and assigned priorities, he placed a new burden on college ad 
ministrators. Even though Oakwood produced a plan that com- 
plied with district expectations, Oakwood administrators per- 
ceived that the plan was never read by district administrators. 

Priorities for Oakwood in responding to district objec- 
tives were determined mainly by the president and dean of in- 
struction, who tested proposals with faculty members to ensure 
that they would not result in active resistance. One administra- 
tor summari/.ed the process this way: "Faculty are involved in 
discussing objectives, but administrators determine priorities." 
Once priorities were established and available resources allo- 
cated, Oakwood administrators developed plans for implemen- 
tation in their own areas of responsibility. Even where commit- 
tees were not involved, there was always a lot of informal 
consultation with instructors. Ideas were tossed out for com- 
ment. Administrators desciibed this process as cumbersome but 
workable. Interestingly , evaluation was seldom used as an admin- 
istrative strategy, because Oakwood, like most community col- 
leges, had little systematic evidence relating outcomes to objec- 
tives. According to one administrator, the college operated on 
the principle of evaluation used b> Marshall Fields (a major de- 
partment store): "If it sells and keeps on selling, we don't worry 
about it. If something goes well, we don't evaluate it for fear 
we'll find something wrong and have to stop offering it.** In 
addition, formal evaluation requires time and staff. Administra- 
tors at Oakwood were simply too busy keeping the o^jeration 
going to have any time to worry about activities perceived as 
nonessential. 

Despite the absence of systematic and organized data on 
outcomes, administrators did engage In informal evaluation. 
Critiques were held in the administrative council and in the 
meetings of department chairs after important functions such as 
registration. The results of these discussions were used to im- 
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prove procedures in subsequent cycles. Administrators dlsu\dl- 
ued the information they obtained through informal talks with 
faculty members and students. 

The lack of information about outcomes was related to 
the absence of defined objectives for most programs. The need 
to relate college goals for developmental students to the stu- 
dents' goals was recognized. However, no one was si»re what the 
students' goals were. Assessments had not been completed be- 
fore the developmental programs were designed. There was no 
research on vvhy people left or why they stayed. In one section 
of the adult basic skills program, there was almost no attrition, 
but virtually none of the students achle\ed the instructor's goal 
of a fourth-grade reading level by the end of the course. It is 
possible that the absence of evaluation served a functional pur- 
pose, since neither administrators nor instructors were very op- 
timistic about the college's ability to help low-level students. In 
fact, the objective of developmental programs most commonly 
emphasized by the dean was to keep underprepared students 
from taking up space or detracting from the learning environ- 
ment in the transfer and technical courses. According to instruc- 
tors, the developmental studies program had been effective in 
achieving this objective by keeping departments such as busi- 
ness, psychology, physics, and social science from being af- 
fected by lower-level students. 

Administrative strategies were constrained by both inter- 
nal and external factors. The level of staffing, as well as the ex- 
periences and value preferences of those in positions of respon- 
sibility, had an effect on administrative efforts to achieve 
change. When the new chancellor arrived, Oakwood was better 
prepared, by virtue of its administrative staff, to implement de- 
cisions reached elsewhere than to assume major responsibility 
for developing new initiatives. In addition, Oakwood adminis- 
trators, with few exceptions, had come through the ranks of the 
faculty and shared faculty preferences for avoiding change un- 
less the need and desired direction were clearly established. Ulti- 
mately, however, the most serious constraint Wifs the inability 
to acquire additional resources at the college level to permit 
staffing and support of proposals for change. 

Concern about the availability of resources dominated 
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decision making at Oakwood. Administrators encouraged in- 
structors to be certain students did nut drop out before the 
sixth week of classes, when they were counted for btate fund- 
ing. Despite faculty comments, the problem was not absence of 
essential materials. It was the pre\ ailing perception, shared by 
administrators and faculty, that the district adequately funded 
only those changes linked to its highest priorities. The imbal- 
ance of studtjnts and resources was said by some faculty mem- 
bers and administrators to be growing steadily worse as a result 
of recruiting. The perceived imbalance accounted for much of 
the faculty and administrative resistance at Oakwood to recruit- 
ing and serving underprepared students. Some also w^oncJcred 
about the future of new programs and services when outside 
funding ceased. 

The problem did not improve with the adoption of the 
1980-81 budget. The budget for Oakwood increased by ap- 
proximately 11 percent, but Richfield granted salary increases 
in excess of 12 percent. As a consequence, Oakwood's requests 
for additional personnel to help achieve programmatic priorities 
and to compensate for increases in enrollment could not be 
approved. For the 1980-81 year, Oakwood was staffed at about 
the same level as the preceding year despite an enrollment in- 
crease exceeding 7 percent. The campus analysis of the budget 
increase indicated that it would barely cover the salary in- 
creases. The president reported that it would be impossible to 
hire new people and that a counselor placed on disability prob- 
ably also would not be replaced. Additional e\idencc of growing 
fiscal stress, resulting in part from legislati\c action to limit gov- 
erning board taxing powers, was pro\ided by the decision to ap 
point a committee to study the underfinancing of the library 
and a commission to study the future of financing for the Rich- 
field District. 

Despite the growing disparity between objectives and 
a\ailable resources, Oakwood was deeply in\olved in district 
planning for facilities expansion. Expansion presented Oakwood 
administrators with a dilemma. Their existing facilities were 
overcrowded, and enrollment continued to grow. IIowe\er, part 
of Richfield 's strategy to de\elop new facilities was the use of 
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funds generated bv enrollment increases. Such funds could also 
have been used for additional staff and the improvement of 
services. Oakwood administrators supported both the develop- 
ment of new facilities and the improvement of services with the 
expectation that ultimately thev would not be forced to choose 
between the two. 

Additional 'acome generated by increases in enrollment 
did not automatically flow to campus programs and services. 
After one particularly large increase in fuli-time equivalent stu- 
dents, a faculty representative on the Oakwood Administrative 
Council asked whether the increase would result in more funds 
for student activities and serv ices. The president responded that 
additional classes would be staffed with part-time faculty mem- 
bers but that the remainder of the money would find a happy 
home in the district building fund. 

Several administrators believed the district would con- 
tinue to sen'e more students with less money until something 
broke. "We re at the straining point now. We are admitting deaf 
students, and they require an enormous amount of assistance, 
and it's very expensive." Supplies and equipment seemed to be 
less of a problem than space and staff, although even here a 
number of problems emerged. A library staff member said that 
the book budget had remained at S15,000 for six years and that 
the larger part of that amount had to be used to rej^iace books 
stolen or damaged. English faculty members talked about the 
problems of obtaining paper, interspersing their comments with 
caustic remarks about recruiting brochures mailed every other 
week. 

This situation caused Oakwood administrators to exercise 
the utmost ingenuity in complying with district mandates while 
maintaining the existing operation without additional resources. 
In one example, the district conuucted workshops and man- 
dated the development of a "marketing approach" at each col- 
lege to expand services and to identify potential new clients. 
Oakwood administrators prepared their plan for compliance and 
included a request for the necessary funding in their proposed 
budget. When funding for the plan was eliminated, a decision 
was made to rename an existing committee the "Task Force on 
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Marketing" called for b> the district mandate. In this way, the 
college was able to give an appearance of compliance while con- 
tinuing to devote available resource^> j maintaining its opera- 
tion. 

Because an impo tant consideration was offering courses 
that produced rather than used revenue, even classes estab- 
lished for developmental students with the most serious reading 
deficiencies were expected to enroll twenty-five students. Some 
were overenrolled in order to improve the chances tliat all could 
pay their own way. The emphasis on increasing revenues also 
affected the development of technical programs. Many new pro- 
grams observed at Oakwood and on other campuses of the dis* 
trict were, in reality, hybrids formed by novel recombinations 
of existing courses. Because of the constant concern about fis- 
cal restraints, even when addressing the highest district priori- 
ties, man> instructors and some administrators at Oakwood per- 
ceived the district's top priority as remaining solvent. 

District Priorities and Faculty Commitment 

We have noted that most full-time faculty members in the 
Richfield District were tenured and were represented by a 
strong faculty association. Concurrently, fiscal constraints made 
it difficult to achieve change by hiring new faculty members. 
Under such circumstances, how effective were key administra- 
tors in persuading existing faculty members to share their vision 
of the future? 

A survey was used to evaluate faculty "commitment." We 
regarded faculty members as committed to a district priority to 
the extent that they (1) expressed loyalty to the priority, (2) 
agreed with its importance, and (3) actively supported its 
achievement (Salancik, 1977). 

Most community colleges lack the traditions of collegial- 
ity and faculty autonomy found in universities, but the Rich- 
field District was unique in Laving a tradition of strong faculty 
influence. While still a faculty member, the president of Oak* 
wood had led a drive for greater faculty autonomy in the educa- 
tional process. From his perspective, the battle to prevent ad- 
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ministrative interference in the classroom had largely been won. 
One consequence was to create a set of circumstances in which 
faculty members could effectively resist change. Given the pri- 
orities established and the methods through which they were 
identified and supported, at both the district and the campus 
levels, how committed were Oakwood faculty members to dis- 
trict priorities? Equally important, what were the consequences 
for classroom literacy? 

Not surprisingly, perceptions about the priority given to 
the developmental student at Oakwood were mixed. The dean 
of instruction, who had been instrumental in encouraging fac- 
ulty members to improve services for developmental :,tudents, 
saw priorities shifting to accord developmental students greater 
emphr^ij. For a large number of instructors and administrators, 
howtver, such students appeared to have low priority. Instruc- 
tors committed to the developmental programs at Oakwood 
perceived college administrative support for their efforts to be 
less consistent than they thought desirable. In addition, Oak- 
wood staff members felt that the majority of administrators at 
the district level, with the exception of one vice-chancellor, 
neither understood the needs of underprepared students nor ac- 
corded a particularly high priority to meeting them. 

Overall, the Oakwood faculty was more committed to de- 
velopmental education than faculties on other campuses, partly 
because Oakwood had assumed a leadership role in this area 
within the district. Interestingly, however, a higher percentage 
of the faculty at Oakwood actively opposed developmental edu- 
cation, suggesting that progress in achieving a priority will mo- 
bilize the opposition, as well as the support. 

Oakwood was not the most enthusiastic campus about 
serving the new clientele, as judged by the priority it gave to 
that endeavor. Again, the lack of enthusiasm seemed to be re- 
lated to Oakwood's experience as a campus that was receiving 
more *han its perceived share of nontraditional students. This 
observation was underscored by a comment from an Oakwood 
administrator in a meeting of the administrative council dis- 
cussing the greater-than-expected success of the new basic 
skills program: "We're becoming a dumping ground for the 
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district." Then he quickly corrected himself, ''I mean a magnet 
school." 

Among faculty members and department chairs, the 
strongest expressions of commitment were reser\ed for student 
retention and occupational education. In contrast, Oakwuod ad- 
ministrators were most strongly committed to ser\ing the new 
clientele, a difference In oreferences we discuss further when 
examining the impact of administrative and faculty values. Sig- 
nificantly, department chairs at Oakwood showed the lowest 
levels of commitment to all four priorities of any college in the 
district. They were less committed than either Oakwood fac- 
ulty members or other Oakwood administrators to the priorities 
of serving the new clientele and de\elopmental education. 

Hirschman's (1970) concepts of exit, voice, and loyalty 
were useful in describing the faculty at Oakwood. Because of 
the current job market for instructors, the exit option was acted 
out through withdrawal from all activities except those related 
directly to the classroom or required by written faculty policies. 
The concept of *'exit" seemed more accurate than the more 
popular term burned out, often used by faculty members in re- 
ferring to themselves. Those exercising the exit option frequent- 
ly remained committed to their colleagues, to the students 
whom they believed belonged at Oakwood, and to their teach- 
ing. They were simply unreachable so far as institutional priori- 
ties were concerned. Because they were unreachable regardless 
of the strategies administrators used, there was no way of alter- 
ing their behavior as a result of administrative initiative. 

Faculty members whom we classified as loyal to institu- 
tional priorities tended to b*" those more recently employ ed, part- 
ly because candidates for new faculty positions were carefully 
screened for both the competencies and the attitudes required 
to contribute to institutional priorities. Because of a relatively 
recent emphasis on affirmative action, new faculty groups also 
contained a disproportionate percentage of -.-omen and minori- 
ties. Over time, there was a tendency for loyal faculty members 
to move toward the exit option ai they encountered limited re- 
sources, passive resistance or incifference from a majority of 
their colleagues, and active resistance from the third segment of 
the faculty, the "voice group." 
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Faculty members exercising jthe voice option resisted ac- 
tively and verbally the achievement of institutional priorities 
through their departments and the faculty association. This 
group received a high percentage of total administrative atten- 
tion, despite its limited numbers, because it \ as so visible. Ad- 
ministrators acted to combat the criticism when it surfaced, to 
prevent it from surfacing when possible, and to move critics to 
positions where they could do the least harm. Many faculty 
members in the voice category were committed to the institu- 
tion despite the discrepancies between their values and those of 
key administrators. As a kind of **)oyal opposition," they con- 
tributed by keeping administrators aware of the limits of ac- 
ceptable change without incurring unacceptable costs. 

The number of loyal faculty members or administrators 
varied both with the priority and with the amount of progress 
being made in achieving it. Categorizing faculty members or ad- 
ministrators other than with regard to specific priorities was 
therefore a risky proposition. The same faculty member or ad- 
ministrator exercising voice in the area of developmental educa- 
tion might be in the exit category, or even demonstrating loyal- 
ty, in less controversial areas such as student retention or 
occupational education. The exit, oi uncommitted, category in- 
cluded a significant number of Oakwood and of district faculty 
members for all priorities. Clearly, the problem of achieving 
commitment to institutional priorities was a serious problem for 
a change-minded administration. 

A large number of Oakwood instructors remained uncom- 
mitted to all district priorities throughout the study. For each 
of the priorities, however, there were sufficient committed in- 
structors to permit progress, provided that the level of resistance 
could be controlled. Staff development activities and planning 
were instrumental in keeping resistance to manageable levels, as 
previously noted. 

Perhaps the most important contribution of both the 
planning process and staff development activities was to rede- 
fine normative expectations. Because administrators controlled 
the process of disseminating information and gave significant 
publicity to the outcomes of planning activities and staff devel- 
opment sessions, there was little doubt in anyone's mind about 
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what the priorities actually were. Instructors therefore had only 
a few options. They could choose to commit themselves to the 
achievement of administratively defined priorities and, by so 
doing, qualify for the rewards made available in the form of re- 
leased time, supplementary pay, and, perhaps, an administrative 
appointment. Alternatively, they could choose to resist institu- 
tional priorities, thereby incurring the threat of sanctions. In 
the Richfield District, given the high job security of instructors, 
the threat of sanctions was not a significant deterrent. Finally, 
instructors could opt for covert resistance or simply transfer 
their energies to activities outside the institution, such as busi- 
nesses or avocational interests. 

Impact of Values on Commitment Administrators and 
faculty members in the Richfield District brought different 
values to the change process. Administrators were growth-ori- 
ented. For them, a major indicator of success was an increase in 
the numbers of full-time student equivalents. Growth also re- 
sulted in budget increases, bringing the flexibility to initiate 
new services. Faculty members, by contrast, were concerned 
about the impact of additional growth on already-crowded facil- 
ities, as well as the effect of an increasingly diverse student cli- 
entele on their ability to teach and to experience success as they 
defined it. 

The majority of the full-time faculty were described by 
administrators as not supporting the open-access philosophy. 
This faculty position was attributed to the history of the college 
and to the fact that Oakwood had been a predominantly trans- 
fer institution. Interviews with faculty members, however, sug- 
gested that their objections to the open-access philosophy cen- 
tered on two concerns: the availability of resources and the 
probability of success for the more limited students. They felt 
that the quality of instruction and the reputation of the college 
had been damaged by the stress on increasing full-time student 
equivalents and the recruitment of poorly prepared students. 
They disagreed with the practice of providing ere lit toward an 
associate degree for courses designed to help students improve 
reading, writing, and mathematics skills at very basic fevels. 
They were concerned about the impact on transfer and occupa- 
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tional programs of diverting scarce resouices to ser\e the new 
clientele. 

Administrators prized innovation and problem solving as 
appropriate responses to what they perceived as a need to 
change the educational program and services to make them 
more responsive to the external community. Faculty members 
resisted administratively directed innovation and belittled the 
use of outside experts brought in to tell them how to improve. 
Administrators were concerned with numbers; faculty members 
were concerned with process. Administrators believed that 
every adult not being served by some other type of institution 
was an appropriate focus for community college recruiting ac- 
tivity. Faculty members preferred to restrict their efforts to 
students who exhibited the characteristics they legarded as es- 
sential for success in the college parallel or career programs. 

Instructors perceived district goals as "keeping the ma- 
chinery operating" by offering anything that sold and by retain- 
ing a higher percentage of those who enrolled. They saw their 
own primary commitment as focusing on the traditional stu- 
dent. Their position was not an absolute refusal to consider 
services for the new student clientele. Rather, it represented 
concern about the availability of resources and the possibility 
that using resources to address the needs of nontraditional stu- 
dents would diminish the quality of the transfer and occupa- 
tional programs. The difference of opinion between administra- 
tion and faculty became particularly intense when instructors 
unsympathetic to the concept of developmental education were 
asked to relinquish transfer courses to visiting staff members so 
that they could teach remedial students. 

Aside from the philosophical issue of whether low-ability 
students should be admitted at all, there was no agreement on 
what should happen to students as a result of their enrollment 
in programs designed for the underprepared. Even instructors 
teaching in the same department disagreed about what develop- 
mental programs ought to achieve and whether the students en- 
rolled in such programs should even be served by the college. 

Instructors who worked directly with non-English-speak- 
ing and underprepared students appeared compassionate and 
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concerned about them. In contrast, instructois who had little or 
no contact with these students were critical of their presence at 
Oakwood. The attitudes and comments of the majority of the 
faculty who did not work with seriously underprepared stu- 
dents increased the pressures on those who did aiid contributed 
to the impression that the latter were engaged In teaching sub- 
ject matter and students whose presence in a community college 
was somehow highly suspect. 

Faculty members' concerns about the desirability and 
feasibility of serving remedial students were aggravated by their 
perceptions of district objectives as growth for the sake of be- 
coming larger. They believed that enrollment growth was always 
the first concern of administrators, as evidenced through such 
statements as "Bodies are money. The rii^trict can translate 
these into full-tine equivalencies, and the state pays for them." 
The district emphasis on enrolling underprepared students was 
seen as a response to the alternative of a declining enrollment. 
The priority placed on reducing attrition was attributed to simi- 
lar motives. Instructors believed that the causes of attrition 
were largely out of their hands, being related to such factors as 
transportation, family probkns, and jobs. Many perceived the 
emphasis on retention as an alternative administrative strategy 
to the recruitment of more students and as an extension of the 
concern with bodies rather than with education. These instruc- 
tors found the college slogan used in advertising. "Oakwood is 
the right place to be," offensive and misleading. They felt that 
the slogan promised the college would be all things to all people. 

Progrmnmatic Consequences, The problems of respond- 
ing to district priorities, given the absence of commitment from 
chairs and other faculty members, was apparent in department 
responses to the district priority of providing more opportuni- 
ties in developmental education. In departments that could not 
escape responding, such as English, reading, and mathematics, 
much of the work of developing and teaching new courses was 
accomplished by new faculty members employed specifically 
for that purpose. In mathematics, the department never for- 
mally approved a new course offered, nominally under its aus- 
pices, by a relatively new Taculty member. Several departments 
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had never considered the need for developmental courses in 
their area of responsibility and indicated they had no intention 
of doing so. Two major departments, social science and busi- 
ness, appointed committees to study the need for develop- 
mental education. These committees met for a year and dis- 
banded without having reached an> agreement on recommenda- 
tions to be advanced. 

Sections of the below- 100-level remedial courses were 
hmited by department scheduling decisions. A participant ob- 
server working at the ba^ic studies table at registration reported 
that all below-lOO-level English courses closed out early in regis- 
tration. Although placement testing continued and many stu- 
dents were referred to these courses, no further sections were 
added. 

At first it seemed strange that faculty members should be 
resistant to a priority designed to place **new" students in ap- 
propriate courses and thus keep them out of the courses they 
did not have the reading and writing skills to handle. However, 
for some faculty members, resistance to district priorities and 
district encroachment on campus operations was a way of life. 
For others, resistance was targeted directly at the intent of the 
program. Previous remedial courses, at least, had attempted to 
mainstream students; theoretically, students who made it 
through those courses were prepared to enter the regular college 
curriculum. The new basic skills program had as its purpose, 
however, ^'assisting individuals to obtain the necessary skills to 
functio . in society.** Such a statement appeared to legitimize 
teaching basic skills for the sake of teaching basic skills. Fui 
ther, it encouraged attendance by students who would never 
enter a degree-oriented curriculum. This was Jearly contrary to 
the purposes for which many faculty members believed the col- 
lege existed. 

A minority of faculty members were able to achieve 
change in the absence of active opposition from their col- 
leagues, as demonstrated by the establishment of the basic skills 
program. Of course, the dean had previously ensured the exis- 
tence of the cadre of necessary full-time faculty members to de- 
sign and implement the program through judicious recruitment 



1G2 



142 Impact of Administrative Priorities on ClahL'rooni Literacy 



for the few f*»cult> \acancies authoii^ccf aring the preceding 
two years* 

Where astute and meticulous planning was absent, efforts 
to adapt programs could easily fail because of the extcnsi\e con- 
straints operating. In the same year that Oakwood started its 
basic skills program with full enrollment, a similar effort in a 
sister college serving a student population with at least as many 
educational deficiencies failed to enrcll any students. The sister 
college also received discretionary district funds for the pro- 
posed program but did not benefit from the cireful planning 
that produced success at Oakwood. 

Not all efforts to change programs and services at Oak- 
wood to lespond to district priorities proceeded as smoothly as 
the development of the basic skills program. Just as the **rules 
for change'' at Oakwood made it possible for small groups of 
committed faculty members to achieve change in the absence of 
active opposition, the presence of opposition made it possible 
for small groups to block change or significantly alter its direc- 
tion. When the need for faculty assistance with a new process 
for advising and registering students was discussed at a meeting 
of the administrative council, a faculty representative in at- 
tendance stated, **The faculty had better be consulted, or they 
will blow their tops." Eventually, as discussed in Chapter Seven, 
it proved necessary to involve all faculty members in the advis- 
ing process, even though administration preferred to include 
only those regarded as able to do an effective job, because the 
faculty refused to support a process that involved more time 
for some than for others. 



To what extent were new priorities supported at Oak- 
wood, and what impact did they have on classrooms and on 
classroom literacy? Clearly, the priority of attracting a new 
clientele was being achieved at a level and with results that vvcie 
distressing to some instructois and administrators. The develop 
mental program had been expanded and chan^^cd. Perhaps it had 
been improved, but the evidence for such a cc nclusior was lack- 
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ing. Students whu were underprcpared were ki.pt from regulai 
courses. New courses with greater emphasis un basic reading and 
writing skills had been developed and staffed. An altered regis- 
tration and advising system fur a time channeled students with 
(he requisite qualifications into these courses. 

On the less poMUve side, developmental instructors re- 
ceived less support from administrators than they perceived as 
necessary, raising questions about the le\el of administrative 
con aitmenl to this priority at both district and college levels. 

The situation was less clear in the area of retention. Stu- 
dents in developmental offerings did persist. At the same time, 
thekc were significant issues related to the progress of those 
who persisted and their motivations for remaining at Oakwood. 
Many administrators and instructors alike saw the primary mo- 
tivation as a dc'ire to remain eligible for student assistance an 
alternative to wci'^ure. Further, there was no evidence that per- 
sistence in transfer or occupational programs was influenced bv 
the priority placed on retention. Perhaps, as instructors be- 
lieved, man of the causes of attrition were beyond their con- 
trol. 

Occupational education emerged as an operative goal at 
the district level rather late in the study. The problems were 
rlearly identified. Space for new career programs was limited, 
and . .ch equipment for existing programs was outdated. De- 
veloping new programs under these conditions through use of 
adjunct staff was attempted but with limited results. After a 
year of extensive effort, a five-> ear plan was developed and was 
approved by the governing board. With approval came a first- 
year funding commitment of $5 million. 

This analysis of district priorities and the adaptive re- 
sponses of Oakwood raises the issue of the relation betweon 
change and conflict. Those priorities toward which Oakwuod 
made the greatest progress served as lightning rods attracting not 
only the normal resistance to new approaches but, in *'ddition, 
the rcseivoir of ill will generated by previous district actions in 
trying to implement change. Some instructors might not have 
resisted serving the new clientele and developmental education 
had it not been for the establishment of the college without 
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walls and the expanded role for adjuncts. A good case can be 
made, however, for the proposition that without significant 
change Richfield would never have closed the g ,p between ke\ 
administrators' concerns for a new, underserved clientele and 
the historical emphasis on serving traditional students, primarily 
through the transfer curriculum. 

Attempts to change educational programs and services 
must concurrently produce commitment among instructors and 
administrators involved in achieving the change while lessening 
commitment to previous and competing objectives among the 
majority of instructors and administrators from whom nothing 
more than acquiescence is required. The administrative strate- 
gies most evident at Oakwood in relation to this process were 
selecting new staff, participation in planning, and formal staff 
development programs. The results attainable through the 
strategies available were limited mainly because there were few 
opportunities for employing n^w staff, perhaps the most effec- 
tive approach to developing new programs or services. 

No standards exist for determining when levels of com- 
mitment become sufficiently low among instructors or adminis- 
trators to endanger achievement of organizational priorities. At 
Oakwood, more progress had been made with faculty members 
than with administrators in the critical area of developmental 
education, as evidenced by the comparative percentages of the 
two groups exercising the voice option in this area. The fact 
that one fourth of instructors were committed to serving the 
new clientele and one third to developmental education indi- 
cated substantial support for these priorities, particularly in 
view of the relatively small number of instructors likely to pro- 
vide active opposition. 

However, the absence of faculty leadership (other than 
from quasi-administrators) in identifying desired change may be 
a severe limitation in efforts to make educational programs and 
services more responsive to new clients. Department chairs, who 
might have provided leadership, reported lower levels of com- 
mitment to all priorities th.m any other group. In effect, leader- 
ship for change came from a deeply divided administrative staff 
and from quasi-administralors, whose lack of administrative au- 
thority made them easy targets for faculty opposition. 



ERIC 




Impact of Administrative Priorities on Classroom Literacy 145 



Our discussion of commitment appears to assume that 
the major task facing administrators is to devise ways of increas- 
ing faculty commitment to the goals that the administrators 
perceive as having central importance. But suppose administra- 
tive priorities have unintended and largely unrecognized conse- 
quences for a major societal concern such as literacy, as we have 
suggested in our chapters on classroom activities. If what we ob- 
served at Oakwood is generally true among open-door colleges, 
and we believe it is, then the emphasis on access and serving 
new clients, when implemented in the absence of effective ad- 
visement, defined levels of achievement for students entering 
programs, and established standards for assessing progress, con- 
tributes directly to the decline in critical literacy. 

In the concluding chapter, we consider the implications 
of this study for instructors and administrators in open-door 
colleges. Finally, we offer recommendations for reversing the 
current trends for those who believe, as we do, that the failure 
to emphasize critical literacy may create technically competent 
citizens whose inability to use written and oral language effec- 
tively will b.ir the upward mobility they might otherwise experi- 
ence. 
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<t%7> CL^c) 

Promoting Critical 
Literacy in College 



During the past two decades, important changes have occurred 
in the way we define the outcomes of a college education. Many 
of these changes center on the literacy we expect of the college 
educated in contrast to the general population. An advancing 
technology ha^ altered the priorities we attach to reading or 
composing written language, and the consequences for critical 
literacy have by no means been confined to open-access col- 
leges. But allowing for technology and the changes that have af- 
fected all institutions, there still seem to be grounds for special 
concern about the extent to which open-access colleges have 
contributed to a process of leveling down, rather than lev.ung 
up, through a deemphasis of critical literacy. 

Students we observed at Oakvvood needed assistance in 
making use of written information, engaged in little analysis or 
evaluation of the information thc> received, and did not relate 
their literacy activities to clear educational goals. This lack of 
active and engaged language use provided little opportunity for 
students to acquire skill in self-directed inquiry or the flexibil- 
ity necessary to adapt effectively to a rapidly changing social 
and work environment. 
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Individuals disturbed by these conclusions may argue that 
our study site was atypical and our findings in error. However, 
recent surveys, as disrussed in Chapter Three, also suggest the 
limited reading and writing expectations at many community 
colleges. In addition, the National Institute of Education, which 
funded our study, concurrently funded a study of literacy con- 
ducted by the University of Texas at Austin in two urban com- 
munity colleges. The two studies, carried out independently but 
concurrently, have reached strikingly similar conclusions, as the 
following passages from the report of the Texas study indicate: 

There are, however, grave concerns which 
arise from our findings, that students come to ex- 
pect, through their college experiences, that read- 
ing and writing are not important in themselves— 
that instructors do not demand anything from 
them beyond brief, disjointed passages of reading 
for specific information or writing of disjointed re- 
sponses to specific, narrow questions. 

The reduction of reading and writing tasks 
to those performative activities that extract infor- 
mation from context that require no demonstra- 
tion of synthesis/comprehension of larger issues 
cannot be construed as ever improving or develop- 
ing students' abilities to read and write [Roueche 
and Comstock, 1981, pp. 1-45, 1-61] . 

This similarity in findings is the first of several discussed 
in this chapter. Although we did not intend to produce a defini- 
tive statement about the status of literacy in all community col- 
leges, we do propjose hypotheses on how current practices are 
likely to affect the quality of students* learning experiences. 

Community colleges have had a central role in providing 
opportunities for upward mobility. If their students are to com- 
pete effectively for professional, managerial, and technical jobs, 
however, they will have to require independent, critical, and ex- 
pressive uses of language. In other words, to preserve the "op- 
portunity function,*' particularly for mmorities who have gravi- 
tated to open-access communif;. colleges in disproportionate 
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numbers, community colleges must attend to critical literacy 
development. 

In the two years between the completion of our study 
and the preparation of this book, Oakwood has joined a grow- 
ing number of colleges that are seeking ways to deal with the 
issues we have raised. In this concluding chapter, we identify 
some of the alternatives available to institutions as they formu- 
late explicit literacy policies. We begin by reviewing the com- 
plex set of interrelated factors that contributed to the decreased 
emphasis on critical literacy at Oakwood and then suggest ad- 
ministrative strategies that can begin to reverse this decline. 



The institutional characteristics that Oakwood College 
displayed duiing the time of our study are illustrated in Figure 
5. They evolved from responses to key issues addressing who 
the college should serve, what should be done for those served, 
and who should pay for the services provided. The position that 
Oakwood and the Richfield District took in relation to these 
three issues resulted increasingly in expanded educational mis- 
sion, diversity of clientele, and emphasis on sheer numbers of 
enrollments. 

Expanded Mission. Since the Richfield District answered 
the question of whom the community college should serve by 
saying "everyone" or "the total community " and did not estab- 
lish priorities on what should be done for those who attended, 
all educational activities were given equal merit. During the 
period of our study, Richfield expanded its educational activi- 
ties and, of necessity, broadened the requirements of what was 
acceptable literacy. Because standards for the new activities 
were not identified, demands for critical literacy declined to a 
sort of "least common denominator." 

Richfield 's response to the question of who should pay 
for new educational services was to continue its efforts to in- 
crease state support. Since Rirhfield, like most community col- 
lege districts, did not receive funding from the state for its non- 
credit offerings (Breneman and Nelson, 1981), the distiict faced 
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Figure 5. Impact of Institutional Priorities on College Literacy. 
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an almost irresistible temptation to offer as many courses for 
credit as possible. Doing so meant that courses unintended for 
transfer were mixed with those traditionally a part of the trans- 
fer offerings. Further, the special funding allocated for "occupa- 
tional courses'* resulted in this designation being overused. 

Increasing the number of remedial courses also required 
fancy footwork. The Richfield District was reimbursed for stu- 
dents enrolled in remedial courses the same as for students in 
transfer courses. But with the necessity of keeping enrollments 
in remedial classes small, larger numbers had to be enrolled in 
transfer and occupational courses to offset the losses in revenue 
that resulted from smaller classes. Increases in class size had an 
impact on literacy; instructors often cited class size as a major 
factor in deciding to avoid writing assignments and to use mul- 
tiple choice instead of essay examinations. 

Most students requiring developmental studies courses 
also needed financial aid. To remain eligible for financial aid, 
they were required by federal regulations to complete twelve 
hours of credit work applicable to a degree each semester. This 
placed Oakwood in the administratively and ethically precari- 
ous position of awarding credit toward an associate degree for 
work that essen^' Uy paralleled some of the more basic com- 
petencies taught m elementary schools. Before each registra- 
tion, faculty members had to find enough credit courses where 
students* lack of reading and writing skills would not handicap 
instructors or other students. 

The strategies adopted by the Richfield District to pro- 
mote an expanded mission created opposition from faculty. The 
most visible strategy, the creation of a new college-without- 
walls, became the focus for much vocal criticism. Responsibili- 
ties for many of the off-campus credit and noncredit courses 
previously provided by the campus colleges were transferred to 
the new institution. In addition, its educational activities were 
defined to include alternative modes of instruction (radio and 
television, for example), as well as training at industrial sites and 
supervision of a preexisting skills center offering entry -level oc- 
cupational training. 

The new college-without-walls became a center for inno- 
vation within the district, achieving many of the goals it had 
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been established to pursue. At the same time, it competed with 
the campus-based colleges for increasingly scarce resources, 
hired an exclusively part-time faculty, and pursued priorities 
that conflicted with the preferences of most faculty members 
and a number of influential legislators. Throughout the study, 
the decision to establish the college-without-walls remained a 
volatile and controversial issue. 

Such strate;jles as establishing a college-without-walls 
were both a response to an increasingly diverse clientele and a 
contribution to even greater diversity among those enrolling in 
the Richfield District. In effect, it was a chicken-and-egg situa- 
tion. But as new educational activities evolved either to serve 
new cHentele or to attract them, the issue of quahty in relation 
to available resources became increasingly important. 

Diversity of Clientele, The Richfield District sought to 
expand enrollments, at least partly to increase its resource base. 
Beyond accepting all who came, Richfield used aggressive mar- 
keting techniques and extensive advertising to reach new seg- 
ments of the population not previously served. Because these 
techniques were used during a period when the numbers of stu- 
dents in the traditional eighteen- to twenty-four-year-old range 
had peaked, the inevitable result was the attraction of a more 
diverse clientele- both in objectives and in previous academic 
preparation. Those interested in pursuing credit courses and de- 
gree programs came to constitute a smaller percentage of those 
attending, and more students required remediation. 

To help serve more nontraditional students, Oakwood en- 
couraged alternative methods of instruction in all classrooms. 
By implication, the best instructors were those who used audio- 
visual materials, provided study guides, and efficiently trans- 
mitted the content necessary for meeting class requirements. 
These strategies, as prev ously noted, made it less necessary for 
students to independently learn or co^npose connected lan- 
guage. The few students at Oakwood who by preference en- 
gaged in such learning and composing activities experienced 
criticism from instructors and their fellow students, a pftenome- 
non also reported by London (1978) and Neumann and Ries- 
man(1980). 

Special services were created to meet the in-class and out- 
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of-class needs of students who lacked the academic preparation, 
language skills, or support systems to survive on their own. 
Initially, such services were funded out of special grants and 
were developed, in part, so that other instructors and support 
staff would be minimally affected. Very soon, however, it be- 
came evident that college-wide changes were necessary if the in- 
stitution was to adequately serve the diverse students recruited 
to maintain or increase enrollments. 

Emphasis on FTSE. FTSE was indeed the name of the 
game in the Richfield District. After each registration, Oakwood 
administrators were elated or subdued, depending on their en- 
rollment and rate of giowth in relation to other district colleges. 
Their interest in enrollment rather than program, or even course, 
completion was understandable given Richfield*s enrollment- 
driven funding formula and th': predominance of students with- 
out clear educational goals. At the same time, Oakwood*s "effi- 
cient** strategies for enrolling students in courses may have 
contributed *o low completion rates by discouraging or, at best, 
by failing to assist those who were interested in degree programs. 

The substantial increase in part-time faculty members 
who were not expected to advise students left the burden of 
providing all advising to the relatively constant number of full- 
time faculty members. In turn, to avoid unacceptable increases 
in faculty work loads, full- time faculty members were forced by 
necessity to seek efficient strategies for getting students into 
classes. 

Because low completion rates were taken for granted, 
there was little pressure to schedule courses to optimize stu- 
dents* opportunities to complete a sequence within two years. 
The argument that a particular advanced course needed to be 
offered, despite low enrollments, because some students re- 
quired it for graduation, was not persuasive. In addition, to en- 
sure sufficient enrollment many advanced courses did not carry 
prerequisites. 

Roueche and Comstock (1981) pointed to lack of coher- 
ence in instructional programs, as well as lack of effective advis- 
ing, as major problen s in the Texas community colleges they 
studied. On these camp^ies and at Oakwood, the institutional 
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emphasis on enrollment had an impact on literacy one that was 
most evident in the way students and instructors viewed their 
respective roles in the classroom. For students without explicit 
educational goals, meeting requirements was the way to deal 
with a series of essentially discrete courses. The absence of ad- 
vising left students who had very limited understanding of what 
constituted a college education free to negotiate their own 
paths through the curriculum. Faculty members were not happy 
with this situation, but they felt powerless to intervene. One 
consequence was that they becami. increasingly detachea from 
the institution and priorities. Instructors' acceptance jf their 
inability to reverse prevailing trends was one more factor con- 
tributing to the reduced emphasis on critical literacy. 

Lack of a Literacy Policy, Perhaps as a consequence of 
the priority placed on mission expansion and enrollment growth, 
Oakwood had no explicit policies on literacy. Specifically, it 
had not formulated literacy standards for admission or degree 
completion, instituted substantial procedures to identify and 
place students needing help with literacy skills, or developed 
strategies for promoting critical literacy. Although the number 
of basic skills courses had increased, there was little articulation 
between these courses and the reading and writing behaviors ex- 
pected in existing cou^^ses. 

The Texas colleges studied by Roueche and Comstock 
(1981) also lacked a policy on literacy development. They noted 
the absence of effective procedures to identify and place stu- 
dents who needed help with literacy skills, yet poor placement 
was only one aspect of the problem. In both Oakwood and the 
Texas colleges, existing language skills courses did not deal with 
skills used in other courses, and instructors in content courses 
did not offer literacy instruction. Instructors felt free to drop 
literacy requirements, since they saw that most students lacked 
the skills to fulfill them. Moreover, instructors contributed to 
the students' view that written language was simply a means of 
meeting course requirements. Overall, there was little reason to 
expect students in any course to be concerned about developing 
critical literacy skills. 

Because even modal students lacked critical literacy skills, 
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something more than a peripheral basic skills or developmental 
program was required-namely, a college-wide effort. Literacy 
development should have been an educational objective in all 
facets of the curriculum. Faculty members should have been de- 
signing strategies to help students develop literacy skills while 
administrators should have been designing a delivery system to 
accommodate the majority of students. 

The lack of a literacy policy in an institution that was ex- 
panding its enrollments and educational activities created an 
environment where there was little incentive for students to use 
more complex forms of language. This environment had a per- 
vasive influence on instructors and students and on the teaching 
and learning stiategies they adopted in the classroom. 

Faculty and Student Issues 

Faculty. Oakwood faculty members seemed increasingly 
less satisfied with their role and less committed to the college 
and its priorities. Many had major responsibilities outside the 
college that absorbed their time and interest. Full-time faculty 
members were tenured, highly paid, and secure in their posi- 
tions. Hired during the sixties, they identified with the transfer 
emphasis of that period and had little commitment to the goal 
of serving a new clientele. Part-time faculty members, though 
more open to changing conceptions of the college mission, had 
little commitment to institutional priorities because of their 
marginal status. Neither full-time nor part time instructors inter- 
acted to any significant degree with other faculty members or 
with students; faculty meetings were minimal, informal net- 
works weak and office hours brief. Aside from teaching individ- 
ual courses, most faculty members had shallow connections 
with the college. 

The hiring practices of the district mennt that faculty 
members had a strong background in their content areas through 
previous training or, in the case of occupational instructors, 
work experience. They generally were not well-grounded in cur- 
riculum and instruction or in the characteristics of the student 
population they taught. 

Given their backgrounds and the institutional priorities 
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of Oak wood, faculty members approached the role of instruc- 
tor with an eye to efficiency and minimal involvement. Large 
course loads and class sizes, combined with extensive outside re- 
sponsibilities and frequent overloads, left little time for instruc- 
tional design and evaluation. Because research papers and essay 
exams are time-consuming for instructors as well as students, 
such methods of evaluation tended to disappear in the face of 
other activities. Instructors were likely to eliminate these tasks 
because they perceived students' work as inferior and, there- 
fore, even more timc-consum»ng to evaluate. In addition, in- 
structors experienced institutional pressure to adopt alternative 
teaching strategies for their diverse clientele. Confronted with 
these various demands, instructors chose to preserve content at 
the expense of requirements for critical literacy. Untrained in 
instructional methods, they made no attempt to integrate the 
teaching of basic skills and content. 

The Texas report presented a similar analysis of instruc- 
tional strategies. Roucche and Comstock (19S1, pp. xiii, xiv) 
summarized the impact of these strategies on classroom liter- 
acy: "Reading and writing are not required across the curricu- 
lum in purposeful ways. Instructional and evaluative strategies 
typically involve low-level cognitive activities. . . . Diverse stu- 
dent populations bring a wide range of abilities to classrooms. 
Instructors who attempt to provide instruction for all may feel 
compelled to make literacy demands at the lowest cognitive 
levels to accoir nodate the greatest numbers." 

Students. Like faculty members, students experienced 
competing demands on their time. Modal Oakwoud students at- 
tended part-time, worked, and had major family responsibilities. 
They came to the campus to attend particular courses. Interac- 
tion with other students and with instructors outside courses 
was minimal. Limited advisement or orientation beyond that re- 
quired to enrol! in individual courses provided little incentive 
foi developing long-range educational plans. Under such circum- 
stances, it was not surprising that students preferred to learn 
discrete "bits" of information, relying on faculty and staff 
members to simplify or accomplish for them the more complex 
literacy tasks. 

At Oak wood, as in the Texas study, students took the 
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path uf least resistance by finding out what the instructor wanted 
and providing it. They would identify important content (mate- 
rial v/ritten on the board or in teacher-prepared handouts) and 
restrict themselves to that content when they discovered it was 
all they were required to know. In this way, students' strategies 
matched their instructors'. Having limited time and competing 
demands, they met requirements through efficient learning 
strategies, emphasizing the use of fragmented language. 

Of course, there were exceptions to the modal **require- 
ment meeters." In boti» the Oakwood and Texas studies, some 
students identified strongly with the student role and enjoyed 
learning for its own sake. Others planned specific applications 
of the information they learned. Both these groups engaged in 
more critical forms of literacy. Most students, however, had 
only a vague idea of how any single course related to goals and 
were motivated primarily by grades and credit attainment. 

The Oakwood and Texas colleges, with their require- 
ment meeters, part-time faculty, and external pressures to in- 
crease enrollment, did little t:* '^ncourage critical literacy devel- 
opment. A series of policy changes will be required to change 
this situation. 

Reversing the Trend 

Some of the forces that have reduced the emphasis on 
critical literacy seem rooted In the broader social context and 
hence are beyonH the reach of those who lead community col- 
leges. From this perspective, it is tempting to view Oakwood 
and similar community colleges as making the best of unfortu- 
nate circumstances over which they ha\e little or no control. On 
closer examination, however, it is clear that community col- 
leges not only are influenced by their social context but seek to 
Influence it, often with unintended results. 

Much has been written about the effects of enrollment- 
driven funding formulas on community colleges. Such formulas 
are established by state legislators who have been relatively un- 
influenced by extensive information about the adverse effect of 
such formulas on the mission that community colleges have 
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carved out. In a number of states legislators have systematically 
reduced the level of support by refusing to increase the maxi- 
mum contribution as costs have risen, thus throwing mure of 
the burden on local communities or user fees. As Breneman and 
Nelson (1981, p. 161) put it, "Consensus about the scope, pur- 
pose, and value of numerous two-year college activities is more 
to be found in the rhetoric than in the reality." 

College administrators have too often 'chosen to pursue 
mission expansion in the absence of consensus and adequate 
resources. This expansion has been funded by such stopgap 
techniques as employing more part-time instructors and increas- 
ing average class sizes. The administrative decision to use mar- 
keting techniques to increase the number and diversity of 
clients was based on two assumptions-first, that numbers 
would prove persuasive in resolving debates over mission and 
funding and, second, that legislators would continue to honor 
funding formulas no matter how rapid the growth in enroll- 
ments. Both assumptions have proved false. As a consequence, 
larger numbers of students with more serious academic defi- 
ciencies have been served from a dwindling resource base, and 
existing programs and services hav( borne the burden of making 
up the difference. 

These policy decisionL, which have altered the forms of 
literacy emphasized in community colleges, are by no means 
irreversible. However, community colleges have moved away 
from an emphasis on critical literacy over a period of more than 
twenty years. It is unrealistic to expect any dramatic reversals 
to occur quickly. Nevertheless, there are enough signs on the 
horizon in such places as iMiami-Dade, Essex County (New Jer- 
sey), and the College of DuPagc in Illin:>is, as well as at Oak- 
wood and its sister colleges, to suggest that the prognosis may 
now be much more optimistic than any of us would have 
guessed during the study. 

The policy changes necessary for promoting more critical 
literacy behaviors among community college students are sum- 
marized in Table 2. We have presented the polar extremes for 
each policy area. The policies of most institutions would be 
somewhere between the iwo extremes. During the 1960s and 
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Table 2. Promoting Critical Literacy: Policy Alternatives. 



Policy 
Area 



"Bitting** 
Less Use of Critical Literacy 



"Texting** 
More Use of Critical Literacy 



Admission and Recruit actively. Seek new clientele. Admit all who 
Placement «^PPb' ^i^^ enrollment permitted in any course for 

which there is no quota (for example, nursing). 

Financial Keep all students eligible for as much assistance as 

Assistance possible for as long as possible through credit for 

basic skills, liberal interpretation of regulations, and 

easy withdrawal policies. 
Educational Design program to offer "all things to all people." 
Program Seek to emphasize community rather than college. 

Avoid setting priorities. 

Course Label courses tu maximize funding potential. Place 

Designations burden on transfer institutions and state agencies to 

disprove course status. 
Program for Emphasize courses and services described as develop 
Remediation mental and administered b> a separate unit. Include 
goals such as socialization having equal status with 
the remediation of academic deficiencies. 
Promotion uf Facilitate continuing enrollment by liberal with- 
Academic drawal regulations and nonpunitive grading. Define 

Progress achievement as grade-point average for courses com- 

pleted and surveys of student satisfaction, as well as 
reports on selected individuals. 



Faculty Use part-time instructors extensively as a strategy 

Conditions fui expanding services despite resource constraints. 

The ratio of full-time faculty to students justifies 
neglect of advisemcr. and orientation procedures. 



Recruit selectively. Admit all who apply with high 
school equivalency, with enrollment /imited to 
courses that match student reading, writing, and math 
skills. 

Limit eligibility to students making defined progress 
toward a degree or certificate according to some 
acceptable time frame. 

Limit to programs and courses that can be offered at 
a defined level of quality within the limits of existing 
or probable resources. Emphasize degree -oriented 
occupational or transfer programs. 
Label courses according to the objectives and academic 
experience of those for whom they are designed. 

Emphasize remedial courses in academic skill areas 
administered by related departments. May include 
support services such as tutoring and study skills 
courses. 

Require students to qualify for regular status in a de 
gree or certificate program within some limited and 
specific period of time. Require defined progress 
toward achieving educational objectives. Define 
achievements as completion of defined sequence with 
minimum grade-point average in required courses. Use 
standardized or teacher developed examinations of 
academic achievement. 

Limit use of part-time instructors to the coverage of 
enrollment fluctuations or where necessary skills can- 
not be obtained in a full-time faculty member. Full- 
time instructors expected to provide sound student 
advisement. 
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1970s, community colleges moved toward the left end of the 
continuum by adopting pohcies designed to expand mission and 
clientele by focusing on enrollments rather than completions. 
The more serious effects of these decisions on literacy were not 
evident until shrinking resources forced an enormous expanoion 
in the use of part-time instructors, accompanied by gradual dis- 
integration of the curriculum as a coherent program of study. In 
the following pages we discuss interrelated strategies for achiev- 
ing what we believe to be a better balance between serving 
everyone to some minimum degree and preserving the tradition- 
al emphasis on opportunity for upward social and economic 
mobility. 

Admissions and Placement Central to any strategy for 
promoting emphasis on texting and critical literacy is the ad- 
missions process. To the extent that the admissions process 
functions primarily as an efficient operation for getting as many 
people as possible into saleable course offerings, there is limited 
opportunity for establishing class^-^om environments that en- 
courage critical literacy. We propose, therefore, a different view 
of admissions. 

The concept of open admissions is pivotal to the purpose 
for which community colleges were established; altering this as- 
pect of admissions would change community colleges in a way 
that would be unacceptable to many of their proponents. 
Nevertheless, it vvruuld be possible to require some minimum 
level of achievement as a prerequisite for enrollment in any 
credit course or degree program. High school graduation or at- 
tainment of a general equivalency degree would appear to be an 
appropriate minimum. Because every community provides op- 
portunities for individuals to gain either of these credentials, no 
one would be arbitrarily excluded from admission to a commu- 
nity college. Persons who were unable or unwilling to satisfy the 
high school equivalency requirement would still be able to en- 
roll in community service offerings, but credit-free courses 
should be clearly differentiated from degree-related work. 

Beyond requiring minimal evidence of previous academic 
achievement, admission procedures should be aimed at match- 
ing student abilities and objectives with appropriate college pro- 
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grams. Entrance and exit competencies should be defined for 
each transfer and occupational program, including requirements 
for reading and writing. 

In addition to measuring aptitude or achicvemeni, open- 
access colleges may need to consider placing students according 
to their objectives, a recommendation that has already b^en ad- 
vanced by at least one major commission (Astin, 1982). The im- 
portance of objectives as distinct from ability in determining 
student learning strategies and performance in coursework is 
one of the most significant findings of the Oakwood study. 

There is nothing particularly new in the suggestion that 
community colleges should define and enforce entering and exit 
requirements. This practice has been followed for ..ome time in 
the health-related fields, where program costs and number of 
applicants require selectivity in determining who enters. What is 
new is the proposal that community colleges accept tne respon- 
sibility for working with all applicants to determine the rdation 
between their needs and interests and the programs offered, 
rather than following the efficient strategies for placing Studcits 
in classes that were so prevalent at Oakvv^ood to maximi/.e en- 
rollments. If students are to become more than simply efficient 
requirement mec.ers in the classroom, they must be given as- 
sistance in determining the relation between their educational 
goals and the courses in which they enrol). Oakwood staff nicm- 
bers did not see such assistance as an important part of their re- 
sponsibility. In particular, it was inconceivable that a student 
would be told candidly, "There is nothing for you h^^re. Try a 
trade school or your local high school." 

A degree of duplicity, however much unintended, exists 
in the practice of admitting all students to courses that will lead 
noivhere for many of them while practicing highly selective ad- 
missions in the more sought-after programs, such as nursing and 
dental hygiene. We suggest that appropriate entering qualifica- 
tions be established for all programs and that applicants who 
lack them be given some reasonable oeriod within which to pre- 
pare for program qualification. This policy alternative would ex- 
clude no one who had, or was willing to earn, the designated 
pri^requisites. Implementing this alternative would have implica- 
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tions for such additional policy areas as developmental educa- 
tion and requirements for progress. 

Financial Assistance, The practice at Oakwood, as at 
many other open-access colleges, was to qualify as many appli- 
cants for financial aid as possible for as long as possible. The 
success of this approach was evident in the high percentage of 
students who remained eligible for federal financial assistance 
while com^yleting course work designed to improve reading and 
writing skills to the fourth-grade or eighth grade level. Students 
who could not read or write Spanish or English and who could 
not speak English could nevertheless qualify for financial aid 
and earn twelve credits the following semester toward an asso- 
ciate in general education degree. 

The alternative to these practices would be to limit finan- 
cial assistance to those it was designed to serve. This could be 
accomplished by requiring students to meet prerequisites for 
admission to a degree program within a specified time period. 
Focusing financial assistance on those making discernible prog- 
ress toward an educational objective appropriate to college 
would remove much of the ambiguity that currently shrouds 
the purposes of student financial assistance in community col- 
leges. 

Tightening up on financial assistance policies would re- 
duce enrollments in community colleges like Oakwood and 
would undoubtedly produce h,.rdships for students with little 
hope of ever completing any degree or certificate program that 
Oakwood offered. However, it would free resources at Oak- 
wood to improve the learning environment for critical literacy 
for those who remained. 

Educational Programs, It seems clear that the decision to 
offer the basic skills program at Oakwood was a consequence 
of admitting students who lacked the proficiencies and motiva- 
tions to benefit from what was already available. The decision 
to shape an educational program in response to the characteris- 
tics of those who show up, either because of open admissions 
or because of aggressive marketing techniques, is a manifesta- 
tion of the "all things to all people" approach. This philosophy 
was understandable during an era when our nation lacked 
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enough credentialed persons to take available jobs and polic> 
makers were committed to the societal advantages of more edu- 
cation for everyone. But times change, and arguments for public 
subsidy without regard to any visible results of such further 
education are no longer persuasive. 

Community colleges can respond to these changes in the 
external environment in a manner that emphasises critical lit- 
eracy if they establish priorities among program options, define 
expected outcomes, and set funding levels to ensure their 
achievement (Richardson and Leslie, 1980). For example, ad- 
ministrators could negotiate reductions in class size or teaching 
loads in return for the ^eintroduction of writing requirements 
emphasizing texting. Of course. , ^uch a change would have to be 
accompanied by corollary changes in admissions practices to 
ensure that students entering such classes were aware of and 
prepared for the new focus. 

A decision to emphasize quality at the expense of quan- 
tity would mean establishing degree-oriented transfer and occu- 
pational programs as a funding priority and limiting the number 
students served to a level for which adequate funding was 
available. Again, a probable consequence would be a reduction 
in total e.irollments and the exercise of great r selectivity in de- 
termining who would be served. Given current i"scal constraints, 
however, the choice seems to be between serving everyone at 
such a minimal level that the credibility of all offerings is called 
into qucition or serving a more restricted clientele in programs 
with defined and observable outcomes. 

In the best of all possible worlds, there would be no need 
to establish program priorities in an institution philosophically 
committed to serving all who seek admission. In the real world 
of the 1980s, administrators must make choices or run the risk 
of their institutions losing credibility in the functional areas 
where they receive grcate<^t support and where ihey have the 
opportunity to make the most critical differences in the lives of 
those they serve. 

Course Designations, From 2 dollars-and-cents perspec- 
tive, it made sense for Oakwood to try to qualify as many 
courses as possible for reimbursement under the bonus formula 
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used to fund career education courses. Revenues were further 
enhanced when as many as possible of the remainder were desig- 
nated as transfer offerings. To be avoided were the credit-free 
designations for which no state reimbursement was provided. 

Instructors contributed to the problem by proposing 
courses that universities offer in the junior and senior years. 
Since the majority of students take a few courses and never go 
on to a four-year institution, . ly not give them what they want 
and let the university take the heat for denying credit to the oc- 
casional student who subsequently does transfer? 

From the perspectives of credibility and critical literacy, 
these arguments are much less persuasive. Blurring distinctions 
among courses has justified reducing literacy demands to a least 
common denominator. Universities question the integrity of 
courses that are offered without the usual prerequisites. One 
consequence Is "upper-division creep," in which universities 
move niore of their major courses into the upper division, creat- 
ing difficulties for students who transfer as well as limiting the 
opportunity for community college instructors to teach pre- 
ferred advanced classes in their disciplines. The cycle is com- 
plete when community colleges require substantial minimum 
enrollments in advanced courses, placing pressure on instructors 
to drop prerequisites as the price of being able to teach the 
course. 

Part of the process for moving away from an emphasis on 
enrollments and toward an emphasis on outcomes involves es- 
tablishing clear expectations for the level and type of literacy 
associated with courses designed to achieve programmatic objec- 
tives. Richfield took one major step in this direction vvhen it 
standardized the outlines fc transfer courses across the district. 
In addition to specifying content, however, appropriate literacy 
objectives should also be defined. Finally, the objectives and 
academic competencies of students enrolling in the course must 
be matched to the course's purpose, and instructors must be 
provided with the time and incentives to ensure that literacy 
goals as well as content requirements are addressed. 

Program for Remtdtation, Twenty years ago a majority 
of the students who entered community colleges with academic 
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deficiencies were left to sink or swim in regular college credit 
courses. Because most sank, remedial courses were developed to 
prepare students for the demands of the regular courses. As 
community colleges gained experience with remediation, it be- 
came apparent that the deficiencies accumulated over twelve or 
more years of elementary and secondary schooling were not to 
be corrected in a single semester; so additional suL'evels of 
remedial courses were added. By the time we studied Oakwood, 
a student could take a full-time load for four semesters and 
never complete all the courses in the remedial sequence. As the 
number of courjes increased, the goal was no longer preparation 
for regular coursework; it was taking students from ''wuerevei. 
they were to wherever they wanted to go" (Roueche and Snow, 
1977). With success equated with persistence, the program at 
Oakwood measured up. Most students persisted even if they did 
not achieve the improvements in reading and writing f,ri^i:ially 
established as objectives by the faculty. Almost nojie of these 
students succeeded according to the previous criterion of quali- 
fying for admission to regular programs. Yet, all earned twelve 
credit hours each semester toward an associate in general educa- 
tion degree and remained eligible for financial assistan 

Despite administrative assurances that this pro- am kept 
deficient students from taking up space in their classrooms, fac- 
ulty members were critical of the program and of those who 
taught it. They did not believe the students belonged at Oak- 
wood, and they resented some of the regulations on class size in 
their courses, which they saw as subsidizing the basic skills of- 
ferings. They were particularly hostile about the awarding of 
credit toward a degree because they believe ' the practice dimin- 
ished the credibility of their other offerings. 

There are, of course, alternatives available fcr coping with 
remediation so that a critical form of literacy iS encouraged 
rather than inhibited. Since serving the academically deficient u 
a high-risk acJvity, attrition should be accepted as part of the 
cost of providing people with an opportunity. Utcpian schemes 
for keeping all enrolled for as long as it tiikc:> them to achieve 
their objecti. js incorporate cost/beneut ratios that are quite un 
attractive to policy makers and the taxpaying public in the cur- 
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rent environment. Jnder such circumstances, it seems reason- 
able to limit the scope of remediation to preparation for regu- 
lar degree programs, require high school equivalency of all 
students, and set a maximum period of time during which stu- 
dents would be expected to complete a remedial sequence and 
qualify for admission. The Carnegie Commission on Higher Edu- 
cation (1970) recommended a foundation year, which seems 
appropriate, especially if adapted to the attendance patterns of 
part time students. Remedial courses should be taught by the 
departments that ufftr advanced courses in the same fields. The 
math department should teach remer'.ial math and the English 
department basic composition. Offermg such courses under the 
auspices of a special developmental studies department pract.- 
cally ensures discontinuities between remedial and advances 
courses in the same field. Learning laboratories and tutorial 
services should ensure that the cards are not stacked against the 
remedial student who is highly motivated and who can, with 
appropriate assistance, be ready for regular courses within a 
reasonable time period. 

Community colleges, of course, are not prevented by any 
philosophical or academic reason from serving students who 
need more extensive instruction in basic skills. To be fair to 
these students and their instructors, the following conditions, 
as a minimum, should be observed: (1) Funding and policy 
bodies should acknowledge this mission explicitly in their writ- 
ten documents. (Z) Special funding unrelated to the generation 
of academic credit houis should be provided. (3) Full-time fac- 
ulty members with appropriate competencies and work sched- 
ules designed around the needs of teaching basic reading and 
writing should be employed. (4) Class size should recognize the 
need for individualization that accompanies dealing with most 
basic skills. (5) Administrative practices should be divorced 
from the time constraints and credit-hour bookkeeping that ac- 
company normal academic life. (6) Program objectives and stan- 
dards for progress should be competency-based, realistic, clear- 
ly defined, and closely monitored. (7) Student financial support 
sh('uld not be tied to progress toward a degree. 

Promotion of Academic Progress, We have discussed lim- 
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iting the scope of educational activities and the range of clients 
served within the existing funding constraints. Equally critical is 
attending to the quality of activ ities undertaken, which entails a 
serious effort to promote achievement and successful program 
completion for all students. What is most needed here is an ef- 
fective advisement program so that students' progress through a 
coherent program of instruction is facilitated and monitored. 
Careful scheduling of courses would allow students to compkte 
programs expediency. Enforced prerequisites should ensure ap- 
propriate sequencing of course work and allow advanced courses 
to focus realistically on advan^^ed material. Rather than empha- 
sizing course enrollments as the measure of success and basis for 
support, efforts should be made to establish course and program 
completions as indicators of effective cominunity colleges, 
worthy of public financing. 

A decision to focus on ensuring progress within delim- 
ited, quality programs would indirectly help stop the decline in 
critical literacy by encouraging both instructors and stud nts to 
increase their commitment to the learning process. With clear 
educational goals and ongoing advisement, students would less 
lik'^'y be requirement meeters and more likely read and write 
extensively. Full-time faculty members with interested students 
to teach would be more likely to invest time in promoting text- 
infy In ddc'tion, focusing on coherence and quality of overall 
instructional programs could lead to course objectives being re- 
lined to include higher-level cognitive objectives as well as affec- 
tive objectives. This change. In itself, would lead to higher-level 
literacy demands. 

Literacy development could be promoted directly as an 
essential aspect of academic achievement, but formulating stan- 
dards for assessing literacy development will not be an easy 
task. The forms and function^ of written language are changing 
rapidly. Our standards for assessing individual competencies re- 
main firmly tied to the standardized examination developed in 
a cultural context that pred .tes many current educational pro- 
grams and forms of information transfer. 

It can be argued that written language in our society is 
becoming better integrated with oral language as well as with 
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other aspects of the social and ph^^sical setting. It would be 
strange indeed if Americans needed or developed the same read- 
ing and writing skills in a posttelevision era as they did when 
most information and entertainment u^me through the printed 
word. It would be equally peculiar if 60 percent of the popula- 
tion could be taught, and would find worth learning, the same 
type of literacy cursidered appropriate for 15 percent a genera- 
tion ago. However, the literacy desirable today, though differ- 
ent in form, is still a critical literacy. We need to reconsider the 
current nature of critical literacy if our teaching of language 
skills is to become more powerful and functional for students 
and enhance their opportunities for success. 

To define the reading and writing requirements to be pro- 
moted in each program area within the college, we need to es- 
tablish literacy standards for admission to and completion of 
programs. Literacy standards could also be used as the basis for 
constructing instruments to identify and place students lacking 
in basic skills and to design instructional services to help them 
develop these skills. Such services could serve not only those ad- 
mitted to programs and in need of academic support but also 
thos*: who could not qualify for program admission. The ^access 
of each program in meeting its unique standards could be as- 
sessed by such indicators as program completion rates and the 
grade-point averages of its students in those courses with de- 
fined literacy standards. 

Faculty Conditions. In the final analysis, administrators 
can affect the standards foi literacy that prevail in classrooms 
only through actions that alter the charact^nstics and roles of 
faculty members and the conditions under which they teach. A 
first and obvious action involves reducing the number of paj t- 
time instructors. Leaving aside all issues relating to preparation 
and teaching ability of part-time versus full-time instructors, on 
which the evidence is far from clear, the growing use of part- 
time instructors can be associated with the deemphasisof criti- 
cal literacy in several important ways. 

First, large numbers of part-time instructors make the 
role of full-time instructors seem less important. This conse- 
quence was unintended, but it lessened faculty members' com- 
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mitment to district priorities and shifted attention to outside in- 
terests. Such a loss of commitment or sense of responsibility to 
the organization has been documented b> other researchers 
(Steers and Porter, 1979). With diminished faculty commit- 
ment and changing student characteristics, efficiency became 
the major criterion in assessing learning, a development that, in 
turn, led to the decreased demands for critical literacy. 

Second, as a result of the increasing use of part-time staff, 
the number of students to be advised at Oakwood in relation to 
the number of full-time faculty members available for advising 
doubled during the ten years preceding the start of this study. 
Many o v..e inadequacies of the advisory system can he traced 
to this development. These inadequacies contributed to inap- 
propriate course placements and the emphasis on requirement 
meeting that so inhibited the use of more complex reading and 
writing assignments. 

Third, the loss of coherence in the curriculum was partly 
attributable to the dominance of part-time students and part- 
time instructors. The result was that full-time instructors volun- 
tarily relinquished control over the curriculum; these faculty 
members found it more productive to concern themselves with 
discrete courses rather than sequences. Some programs were 
taught totally by part-time instructors, further contributing to 
the notion that developing and improving curricular sequences 
was a nonessentia' 'activity. 

Apart from limiting the use of part-time instructors, ad- 
ministrate . interested in encouraging critical literacy need to 
look at teaching loads and class si/e. The chair of the English 
department at Oakwood, who supervised twenty-seven faculty 
members and taught three sections of composition one semester 
and four the other, was not a good candidate for leading a re- 
surgence of emphasis on written expression. Faculty members 
who taught overloads while carrying standard fifteen hour loads 
needed efficient bitting strategies from their students in order 
to survive. Advanced sections that offered no relief from the 
minimum enrollments required for introductory sections dis- 
couraged the use of written assignments as well. Teaching loads 
and class sizes will have to be set with explicit understanding of 
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the literacy goals to be pursued and the conditions necessary for 
their achievement. 

Last but not least, if promoting critical literacy is to be a 
priority, community colleges will need more full-time instruc- 
tors who are trained to teach basic skills and who know how 
they can be taught in tandem with required content. In addi- 
tion, staff development and faculty support Sv,rvices will be 
needed to help faculty members deal with the demands of en- 
couraging critical literacy. Faculty members must feel an insti- 
tutional commitment to critical literacy if they arc to be ex- 
pected to take on the challenge of developing it within their 
classrooms. 



The declining emphasis on critical literacy in community 
colleges is related in complex ways to current priorities. Even if 
colleges make a commitment to promoting more complex liter- 
acy behaviors, they will have to develop interrelated strategies 
for coordinating the necessary pohcy changes. Equally impor- 
tant, they will have to reestablish the importance of degree at- 
tainment in an institution dominated by part-time students 
meeting the requirements of discrete courses. Sound advising 
and program coherence are indispensable to those wanting to 
earn a degree. Even those uninterested in degrees will not be 
harmed by such assistance. Open-access colleges need to again 
emphasize advising and program coherence instead of strategies 
to enroll as many part-time students as possible in discrete 
courses. 

Community colleges can promote critical literacy to stu- 
dents with realistic academic or occupational goals, or they can 
offer a broad range of content through efficient bitting proce- 
dures to everyone who shows up in response to their advertis- 
ing. The evidence to date indicates they cannot do both and en- 
courage the standards of individual performance on critical 
literacy tasks that characterized an earlier era with a less clut- 
tered curriculum. The choice of relative emphasis is a matter for 
public policy- 
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